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ABSTRACT 
VOICES THAT MATTER: A PHENOMENOLOGICAL 
INTERVIEWING STUDY OF 
MINORITY PRESERVICE TEACHERS 
FEBRUARY 1997 
DIANE CRAWLEY LORENZO, B.A., ELON COLLEGE 
M.A., APPALACHIAN STATE UNIVERSITY 
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST 
Directed by: Professor Patt Dodds 
This study investigated the perceptions of fifteen minority preservice 
teachers about teacher education. Research questions guiding data collection 
included (a) what is the life history and past educational experiences of the 
participants, (b) what is it like to be a minority preservice teacher in a teacher 
education program, and (c) what meaning do the participants place on these life 
experiences? 
A phenomenological interviewing format was used with each participant, 
where three 60-90 minute interviews were conducted 5 -7 days apart. Focusing 
questions for each interview (respectively) were the research questions. 
Interviews were audiotaped, transcribed verbatim, and coded into categories 
using constant comparison. Member checking, peer debriefing, and prolonged 
engagement assured triangulation of the data. 
Four distinct topics emerged from the interviews with participants: (a) 
feelings about being a minority, (b) features of elementary and secondary school 
experiences, (c) coping strategies, and (d) presence of support systems. 
Participants’ feelings about being a minority varied from those who were 
proud and vocal to those who did not publicly recognize or acknowledge that 
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Participants’ feelings about being a minority varied from those who were 
proud and vocal to those who did not publicly recognize or acknowledge that 
part of their identity and even suppressed it. 
Participants’ elementary and secondary school experiences were interpreted 
as feelings of discontinuity among their minority identity and the structure of the 
dominant society’s educational system, to those participants who did not view 
their school environment as incompatible with who they were as a minority. 
A collection of coping strategies was identified by participants which helped 
them survive as a cultural minority in a dominant society. These coping 
strategies ranged from actions that were culturally introverted to behaviors that 
were culturally immersive. 
The presence of support systems was discussed. These were addressed by 
participants as giving them a sense of belonging and structure to their daily 
lives. 
Ultimately, participants identified daily anxieties that European American 
preservice teachers simply do not face. These included (a) feelings of 
incompatibility between their teacher education program and their cultural 
heritage, (b) inability to speak English effectively (ESL), (c) feelings of alienation 
due to a lack of minority support, and (d) feelings of isolation as the only or one 
of a few minorities in their program or classes. 
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CHAPTER I 
INTRODUCTION 
Introduction and Statement of the Problem 
Visitors to any public school today in most regions of the United States will 
see a student population quite unlike those in the classrooms of the past. Not only 
are many students no longer sitting in regimented rows, completing the same 
worksheets and having to learn at the same rate as their classmates, but 
contemporary classrooms are diverse, containing a multitude of students who are 
physically, culturally, mentally and emotionally very different from each other. If the 
visitor inquires about the future of the American classroom and believes the current 
forecast, classrooms will become more multicultural with Latino and other non-white 
children representing 33% of American public school pupils in 1995 (DeWitt, 1991) 
and 46% by the year 2020 (NCES, 1991). 
While visitors attend to the diversity of the pupil population, they will 
invariably notice that the teaching force looks much the same as in past years and is 
not proportionally parallel to the percentages of racial/ethnic groups among pupils. 
The teaching force continues to be primarily European American while the pupils in 
our schools continue to become more diverse and rich in representing different 
cultures. With present data revealing a teaching force that includes only 8% African 
American teachers, 3% Latino teachers, 1.4% Asian American/Pacific Islander 
teachers and .9% of Native Americans (NEA, 1991), this unbalanced situation 
continues to escalate (King, 1993) and "the achievement of future parity becomes 
increasingly unlikely" (p.121). 
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Several teacher educators (Case, Shive, Ingebretson & Spiegel, 1988; 
Graham, 1987; Jacullo-Noto, 1991, Stewart, Meier, LaFollette & England, 1989) 
believe there is a need for minority teachers because a homogeneous European 
American teaching force cannot offer enough opportunities for all pupils to 
appreciate diversity or explore personal identity and develop self-esteem in as many 
ways as a wider spectrum of different cultures can offer. 
After over two decades in education, I agree with this premise. Increasing 
the number of minority teachers entering teacher education is an important 
educational concern. The challenge of recruiting and retaining this group of 
teachers, however, shows "little promise of solution in this country" (King, 1993). 
This may be true in part because of the way our teacher education institutions are 
not structured to accommodate minority preservice teachers. 
The present custom in many universities of faculty hoping that qualified 
minorities will enter teacher education programs without offering adequate 
encouragement and support, accommodating for different cultures, planning a 
diverse curriculum or presenting familiar social and cultural activities is unrealistic. 
When considering which college to attend, or which program to enter, most students 
typically use the strategies of studying college catalogues to discover what type of 
courses are being offered, talking to other students who have attended or are 
presently enrolled in a particular institution, and attempting to assess data 
concerning the faculty, students and general atmosphere and feeling of the 
institutions under consideration. Then they and their parents try to make an 
informed decision. 
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Frequently, these investigations reveal some disturbing facts. First, minority 
students often find a paucity of multicultural courses offered across campus in 
different departments and within teacher education programs. This could send 
discomforting signals to the candidates. A teacher education program that neither 
reflects diversity in its own curriculum nor addresses the complexities of current 
needs of pupils in schools may not be considered seriously by students interested in 
entering teacher preparation. Why would minority students find such a program 
inviting? 
Second, minority students may discover not only an insignificant number of 
other minorities already enrolled in the teacher education program or university at 
large, but an even smaller percentage of minorities as members of the faculty. This 
can also send mixed signals to prospective students. The institution may boast of 
recruitment programs for minority students and stress the importance of diversity in 
the teaching ranks of the public schools while failing to "practice what they preach". 
Third, even though universities may advertise that they provide various 
support services for minority students and promise cultural sensitivity on the surface, 
undercurrents and overt acts of institutional racism are commonplace. Acts of 
personal injustice and racial slurs exhibited toward minorities by other students may 
be only halfheartedly addressed by the administration and faculty, if at all. This may 
leave minority students with the impression that in many institutions, the term 
"adaptation" refers only to what the student must do to fit into the established 
context. The institution itself may assume little responsibility for meeting the cultural 
and social needs of minorities. 
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Because of problems such as these, it is not surprising that many minority 
students elect to avoid such unwelcome environments and ultimately choose 
another major or even a different institution. But those minorities who do enter 
teacher education programs, do so despite the difficulties and adversities they, as 
people of color, will almost certainly encounter in addition to those faced by all 
preservice teachers. 
Purpose of the Study 
The purpose of this study was to become more knowledgeable about the 
perceptions of minority preservice teachers about teacher education. Personal and 
professional life experiences as well as the expectations and realities of being a 
minority preservice teacher in a teacher education program were investigated. 
Minority preservice teachers from five teacher education programs were the 
participants in a phenomenological interviewing investigation of what it's like to be a 
minority preservice teacher. 
Since I am a European American teacher educator, the results of this 
investigation can be especially meaningful. I have been a preservice teacher, and 
can relate to those experiences of my students, but I am not a minority preservice 
teacher, and cannot relate on all levels to what it's like to be a minority. It is 
important for me to be informed and become more knowledgable about concerns of 
minority students with whom I come in contact. 
Because the personal and professional life experiences of most European 
American teacher educators will be somewhat different from those of the minority 
students we teach, various issues that we normally think of as rather insignificant 
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may, in fact, be of profound importance to the minority preservice teacher. I believe 
awareness and articulation of these issues is critical. As preservice teachers reflect 
on the choices they have made to teach, and where they have elected to prepare for 
teaching, their insights could assist teacher educators to understand their 
experiences far better than previously possible. This is the first step toward serving 
these students more effectively. 
Research Questions 
Research questions used to guide the study were 
1. What is the minority preservice teacher’s life history up to the present and how 
did the participant come to enter teacher education? (Interview #1) 
2. What is it like to be a minority preservice teacher in a teacher education 
program? (Interview #2) 
3. How does the participant make sense of his/her experiences and learning as a 
preservice teacher? (Interview #3) 
Definition of Terms 
The terms that I have chosen to use when referring to the current literature 
on this topic reflect my own thinking. In deciding which terms to use, I have talked 
with colleagues and have read much of the relevant literature. Since I am an 
educator and not an anthropologist or historian, I use terms that serve well in my 
domain of scholarly discourse. 
In choosing terms, however, I have made an effort to be sensitive to the 
people in question and to use the most precise and affirmative labels. In making my 
decisions, I was influenced by Nieto's (1992) comment that, because language is 
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always changing, "we should determine what language is most useful, precise, and 
appropriate for each of us at any given point" (p. 5). 
Minority 
In this study, I am using the term minority to describe my participants in 
general and any persons to whom they refer who are not members of the numerical 
European American majority in the United States. Whenever possible and 
appropriate, I will refer to the individual racial/ethnic group of the people about whom 
I am reporting in terms they use to describe themselves. 
For consistency, I will use several of the categories from the Equal 
Opportunity/Affirmative Action Information Request Form (EOAAIRF) (1991) when 
referring in this paper to the various ethnic groups. I have made a personal decision 
to use the term Native American, rather than American Indian as indicated on the 
EOAAIRF. Six specific groups will be discussed in this paper. 
Native American 
A Native American is a person descended from any of the original peoples of 
the Americas who maintain a cultural identification through tribal affiliation or 
community recognition. I have chosen to use this term instead of Indian so as not to 
confuse the original people of North America with the native people of India. 
Asian 
An Asian is a person descended from any of the original peoples of the Far 
East, Southeast Asia, or the Indian subcontinent of the Pacific Isles. I have chosen 
to use this term instead of Asian American, because the majority of the higher 
education population on whom I report have been in the United States since the 
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influx of immigrants after the Vietnam War. I will recognize, however, those 
individuals whose parents or grandparents were born in this country, and who are 
thus second or third generation, by referring to them as Asian Americans. 
African American 
An African American is a person who is descended from any of the original 
peoples of Central or South Africa. I have chosen to use this term because African 
American seems to be the choice of most of the people with whom I talked. 
Latino 
A Latino is a person descended from Mexico, Puerto Rico, Cuba, Central or 
South America. I have chosen to use this term instead of Hispanic, which seems to 
only denote Spanish heritage of the groups and because it is the choice of most of 
the people with whom I talked. 
Caoe Verdean 
A Cape Verdean is a person who is descended from the Cape Verde Islands 
off the West coast of Africa. 
European American 
A European American is a person descended from any of the original 
peoples of Europe or the Middle East. x 
Preservice Teacher 
In this study, the term preservice teacher will refer to students enrolled in 
formal teacher education programs who have not yet joined the workforce as 
teaching professionals. This group is in the process of preparing to become 
teachers. Programs differ significantly, but in general, students proceed through 
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various stages of preparation, with multiple opportunities to observe and practice 
teaching in public school classrooms before graduating from the program. 
Phenomenological Interviewing 
Phenomenological (or in-depth) interviewing is a qualitative method of 
research where the researcher questions participants in a series of three 60-90 
minute interviews in order to obtain a deep understanding about their experience 
and the meaning they make of their experience, in this study as a minority 
preservice teacher. This is the method I used for my investigation. 
Significance of the Study 
While spending the past few years of graduate study concentrating on 
teacher education in general and physical education teacher education in particular, 
I have kept in touch with the public schools through extensive visitations, talks with 
teachers and supervision of student teachers. With each visitation, I have seen 
further evidence of how the social, cultural, and economic changes in our pupil 
population and the lack of diversity present in our teaching force are adversely 
affecting the quality of education. 
While the pupil population has become more diverse, the teaching force has 
remained mainly European American. This imbalance can be viewed as detrimental 
because European American teachers have not had the same experiences nor do 
they come from the same background as the majority of pupils in the schools today. 
They have not shared the same experiences of living as a minority in a 
predominantly European American culture. Without this "shared identity" (Zapata, 
1988) it is more difficult for pupils to make home-school connections which scholars 
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contend is vital to success in school (Jackson, 1986). When teachers and pupils 
come from similar environments and cultures, they have something in common, 
which could help pupils to make better connections between home and school, thus 
facilitating learning. Teachers and pupils coming from different cultures, while trying 
and sometimes succeeding to make these connections, usually find it more difficult 
because it is not natural. 
Because I think it is important that all pupils see visible examples of diversity 
in the teaching force, I believe that teacher educators should heavily recruit more 
minorities into teacher education. The majority of teacher education programs, 
however, remain relatively ineffective in efforts to recruit and retain minorities. 
While several models and programs have attempted to increase the numbers 
of minorities entering teaching (see Chapter Two), they generally have met with little 
success (Crawley Alexander, 1993). Although the creators of these programs 
almost certainly had good intentions, their concrete solutions for increasing the 
numbers of minorities entering into and remaining in teacher education were not 
effective. 
Why have these various special programs failed and why do we continue to 
see a shortage of minorities in the teaching force? My assertion is that we have 
continued to design teacher education programs with a "business as usual" attitude 
while the social, economic and cultural structures of our schools are changing 
rapidly. A more appropriate teacher education program would include courses on a 
variety of social issues and howto teach pupils from different cultures more 
effectively. This type of curriculum could send the right signal to minorities that 
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relevant issues affecting all our pupils and teachers are being addressed in teacher 
education programs. 
In order to create equitable teacher education programs to attract future 
teachers from all backgrounds effectively, we should realize that connections 
between home and school are vital to establishing positive learning environments. 
This understanding could be a first step toward attracting a more diverse population 
into the teaching force. In order to gain more insight into what teacher educators 
need to know about minority students, we should include minority students and 
educators in this discourse and take their responses seriously. 
As participants in this study relate their past educational experiences and talk 
about what it's like to be minority preservice teachers we can use the information to 
think about current teacher education programs. Involving minority preservice 
n 
teachers in this way is an important step in letting them know we are serious^about 
recruiting more minorities and in staying abreast and responsive to the social, 
cultural and economic changes in the structure of schooling. 
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CHAPTER II 
RELATED LITERATURE 
While the overall number of people preparing to teach is increasing, the 
number of minority students who choose teaching as a profession is decreasing 
(Dilworth, 1992). During the past decade a profusion of reports have surfaced about 
the steady decline of minority students entering teacher education (Carnegie Forum, 
1986; Case, Shive, Ingebretson, & Speigel, 1988; Haberman, 1988; Spellman, 
1988). These articles have offered a multitude of reasons for this decline and have 
suggested how fewer minorities in the teaching ranks negatively affects all students. 
Ultimately, most authors of these reports proposed various solutions for 
Schools, Colleges, and Departments of Education (SCDEs) and teacher education 
programs to restructure and reform in order to increase the population of minority 
students entering teaching (Jacullo-Noto, 1991; Matcznski & Joseph, 1989; 
Zapata, 1988). A common solution is to design model programs to recruit and retain 
more minorities. Several of these programs as well as other issues relevant to 
minorities in teacher education in general and minority preservice teachers in 
particular will be addressed in four separate sections of related literature. 
Before elucidating any further about the limited presence of minority 
preservice teachers, I would like to acknowledge that during my review of the 
literature, I discovered a multitude of articles by scholars who are presently 
addressing the training of all teachers (specifically European American) to deal with 
the diverse pupil population of our schools. 
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While this is an alternative solution for meeting the needs of minority pupils in 
our classrooms, and I believe there is a role for multicultural teacher education, this 
area of literature is outside the boundaries of my work. I agree with Sleeter (1993) 
who said, "there is no substitute for making the education profession diverse" (p. 
169). Therefore, in this study, all my attention will be directed to investigating the 
minority preservice teacher. 
In the first section, the influence of minorities in the teaching force will be 
discussed. Second, the demographics of minorities in teacher education and higher 
education will be considered. Third, reasons why minorities are a limited presence 
in teacher education will be presented. Finally, in the fourth section, I will turn my 
attention toward the elements of various minority recruitment and retention programs 
and discuss the implications of these attempts to recruit and retain minority students 
in teacher education. 
Influences of Minority Teachers in the Schools 
A powerful message may be sent to pupils about the subordinate status of 
some teachers and staff when most of the positions of authority and influence in a 
school are held by European Americans (King, 1993; McElroy-Johnson, 1993). 
When pupils do not see minorities as their teachers or administrators, they may 
assume incorrectly that minorities should not be in these positions. 
Scholars contend, however, that the presence of minority teachers is 
essential to all school pupils (Case, Shive, Ingebretson, & Spiegel, 1988; Graham, 
1987) and can contribute to a positive self-image in minority pupils which can be 
related to school achievement. Nonetheless, the correlation between the self-worth 
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of minority pupils and the number of minority teachers is hard to prove. But the 
concept of a pupil’s "self" related to school achievement appears to be more strongly 
connected in some cultures than in others. 
For example, Fuchs and Havighurst (1983) have asserted that while the self- 
worth of Native American pupils is not as strongly connected to school success as in 
the European American culture, Native American pupils can still be negatively 
affected by their European American teachers. Studies indicate that Native 
American pupils taught by European American teachers were more stressed and 
unsure of themselves than those pupils instructed by Native American teachers 
(Bowker, 1993). 
This could be caused if European American teachers are not adequately 
prepared to teach Native American children. Many know very little about the culture, 
attitudes, and behavior of Native Americans. Researchers found that most 
European American teachers in reservation classrooms have been trained primarily 
in monocultural teacher preparation programs where few courses or teaching 
strategies were offered in how to relate to other cultures. Because of this 
inexperience and lack of knowledge, these teachers were less likely to interact 
successfully with their Native American pupils (Cahn, 1969; Gilliland, 1986; 
Havighurst, 1978). 
A study targeting European American teachers and Native American pupils in 
New Mexico's public schools revealed that although the teachers were somewhat 
conscious of the differences in language and culture, they were not aware of various 
subtleties in Native American cultures. One finding concerned the attitude of Native 
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American students and their families toward school achievement. European 
American teachers could not understand the Native American viewpoint that school 
achievement is perceived as a separate activity, unrelated to self-concept and does 
not necessarily influence the pupils' opinion of themselves (Heath, 1972; Heath, 
1982; Zintz, 1960). 
For all pupils in general and minority pupils in particular, however, minority 
teachers can offer richer and more distinct opportunities to appreciate diversity, 
explore personal identity, and share historical connections and collective 
experiences (McElroy-Johnson, 1993). Minority pupils can benefit from being 
exposed to minority teachers in several ways. 
Minority pupils look to minority teachers as possible role models (Bass de 
Martinez, 1988; Baez & Clarke, 1990; Haberman, 1988; Hunter-Boykin, 1993). 
There is a type of shared identity and cultural compatibility between teacher and 
pupil that does not come naturally between European American teachers and 
minority pupils (Jackson, 1986; Metz, 1990; Zapata, 1988;). Minority pupils and 
teachers can make connections between what they live every day, what they know, 
and what is familiar (Alexander & Miller, 1989), just as anyone from similar 
experiences and environments makes connections with others like themselves. 
Discrepancies between the sociocultural atmosphere of home and school 
can lead to difficulties in the classroom. For example, when Philips (1983) studied a 
group of Native Americans in the Warm Springs community of Oregon, she found 
that the sociocultural trait of "turn-taking" in their community was not accepted in the 
European American classroom, where the more spontaneous system of many 
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students responding at once was the normal behavior. This competitive behavior 
was in opposition to the Native Americans' normal behavior of cooperation and they 
did not perform as well. The teacher, a European American, was not well aware of 
the cultural differences in the classroom, so the link between home and school was 
not there, thus contributing to problems in the classroom. 
The various roles that minority teachers assume in the classroom may be 
different from those taken by European American teachers. Many minority teachers 
view themselves as "social change agents" for minority pupils in ways that are 
unfamiliar to and different from the way that European American teachers view 
themselves (Foster, 1990). They appear to take on a role of advocate for minority 
pupils. This notion of teachers as social change agents comes from the belief that 
when pupils and teachers come from similar backgrounds, communication between 
the teacher and pupil is more effective. Effective communication has been found to 
bring about increased levels of academic achievement (Cazden, Carrasco, and 
Maldonado, 1983). 
Communication becomes even more meaningful when the concerns are 
about the pupil's personal and collective power of choosing academic achievement 
over failure, becoming empowered and more involved in their own education 
(Foster, 1990). These discussions between teachers and students would appear to 
have more credence to a minority pupil when coming from a minority teacher, who 
may have had similar experiences during their own schooling. 
Students who feel empowered by their school experiences are more inclined 
to develop the ability, confidence, and motivation to succeed academically as well 
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as socially (Cummins, 1993). Being a proponent of multicultural teacher education 
training, Cummins stresses that minority pupils are either empowered or disabled by 
their interactions with their teachers (Nel, 1992). He assigns as central the 
interactions between teachers and minority pupils in the classroom. If we take 
Cummins' framework one step further, the pivotal role that minority teachers play in 
the school success of the minority student should be included in any discussion on 
this topic. 
Many minority teachers see themselves in a nurturing role as well. 
Researchers discovered that this role surfaces when minority teachers who teach 
pupils from the same cultural background appear to relate to these pupils and 
parents in ways that are culturally congruent and pedagogically responsive (Foster, 
1989; Ladson-Billings, 1992). These investigators found that these teachers 
acknowledge the fact that schools reflect our culture and because of this, attempt to 
prepare their pupils to deal with racism and other injustices still prevalent in our 
society. Within their culturally relevant pedagogy, these teachers tried to 
incorporate more of the pupils' home and community cultures in the classroom 
(Ladson-Billings, 1992). 
In addition, research on African American teachers instructing African 
American pupils (Henry, 1992) revealed how these teachers try to create a family 
environment in the classroom in order to improve the African American students' 
negative views of schools where, in many cases, alienation and rejection have been 
more prevalent. In part, African American teachers see themselves in a different 
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role, as the other mother/father, and view the pupils in the classroom as their 
children, a part of their family. 
Through these investigations of the interactions between minority teachers 
and minority pupils, it appears that teachers from the same "home culture" as the 
pupil have greater positive influences on the child's learning, all else being equal. 
This assertion is based on the contention that minority teachers may play a key part 
in creating positive and successful learning environments for pupils from similar life 
experiences. 
One important caveat is needed here. From information presented in this 
section, I am not arguing that European American teachers are not influential, nor 
that they can not be nurturing or culturally sensitive in the classroom. I am a 
European American teacher educator and believe myself to be a humanistic and 
effective teacher, in addition to being a caring and responsive person to all my 
students. 
But teacher race and ethnicity do matter. It is not enough to offer 
multicultural courses and training for European American teachers (Sleeter, 1993). 
It is not enough because European Americans have been socialized in culturally 
specific ways (Anderson, 1988) and raised as members of the dominant group in 
American society. Because of this they can not relate to all their pupils on all levels. 
European American teachers can try to understand, but can not relate as well, 
because they have not personally experienced what it is like to be a member of the 
non-dominant group with all the ramifications. Since European American teachers 
have had different experiences in different contexts, they may naturally be less 
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effective in influencing pupils from other racial and ethnic backgrounds in culturally 
diverse classrooms. 
In addition to the important influence that minority teachers can have in the 
classroom, they can also be a powerful force with their colleagues by helping to 
promote teacher collegiality (Duke, 1986) and school reform (Sebring & Camburn, 
1992). Their very presence in schools as a faculty member can positively affect 
parents' and pupils' perceptions about how schools are working to benefit the entire 
community (David & MacPhee, 1988). 
When European American and minority teachers have an opportunity to work 
and collaborate together, schools, colleges and universities reflect a realistic 
representation of the demographics of our society (Haberman, 1988). Even though 
most teachers believe they have too few opportunities to interact with each other 
(Corcoran, 1990) there is more chance for growth personally and professionally 
when faculties are afforded occasions to work together (Little, Gerritz, Stern, 
Guthrie, Kirst, & Marsh, 1987). 
Moreover, being a member of a faculty that is culturally diverse would be a 
bonus as various levels of expertise about different cultures and world views could 
be shared among your colleagues. An important lesson could be learned when all 
pupils see such alliances. As teachers and members of the human race we have a 
major responsibility to demonstrate and practice the type of acceptance, affirmation 
and understanding of each other that we constantly give as "lip service" in our 
classrooms. 
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Demographics of Minorities in Teacher Education/Hiaher Education 
In the face of this discussion about the positive influence of minority teachers 
on pupils and other teachers, the data concerning the presence of minorities in 
teacher education is distressing. Presently, in predominantly white colleges and 
universities, minority representation of both students and faculty in teacher 
education is small or even worse, nonexistent (Harvey, 1986; Goodlad, 1990; King, 
1993). 
There are conflicting reports, all equally dismal, of just how small this group 
of potential educators is becoming. One source reported that in the fall of 1986 only 
4.3% of teacher education candidates were African American, 1.5% were Latino, 
and 1.4% were Asian/Pacific Islanders (Rodman, 1988). Data from the AACTE- 
sponsored national longitudinal study about teacher education programs in the 
United States, the Research About Teacher Education Project (RATE), revealed a 
preservice teacher profile that is mainly European American and female, from mostly 
rural, small town, or suburban environments with fewer than 3% of preservice 
teachers fluent in a language other than English (Zimpher, 1989). 
If we pay attention to the research about the positive influence minority 
teachers can have on all pupils, especially minorities (Cazden, Carrasco and 
Maldonado, 1980; Middleton, Mason, Stilwell & Parker, 1988; Philips, 1983), our 
response to the following statistics should be unsettling. While minority pupils are 
the majority in 22 of the 26 largest school districts in our nation (Fernandez & Felez, 
1985) and enrollments of minority pupils have increased in 44 states between 1987 
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and 1992 (Williams, 1992), minorities are not entering and remaining in teacher 
education in any statistically significant numbers. 
Minority College Students 
The number of African Americans entering colleges and universities dropped 
from 40% in 1976 to 30% in 1988. During the same time period, the number of 
Latinos entering institutions of higher education decreased from 50% to 35% 
(Contreras & Nicklas, 1993). Teacher education data continued to produce an even 
more discouraging picture. In the fall of 1989, only 6.8% African American and 2.7% 
Latino students chose to enter an elementary or secondary teacher education 
program at American Association of Colleges for Teacher Education member 
institutions (AACTE, 1990). 
Instead of being "one of the many", minority students who do choose 
teaching find themselves as "one of the few" minorities or oftentimes the only 
minority sitting in mainly European American populated classes. The average 
School of Education has approximately 400 undergraduate and graduate students 
(Kauffman, 1987), where only 5.4% are likely to be African American, 1.8% Latino, 
0.75% Asian, and 0.38% Native American (AACTE, 1989). 
Minority Teachers 
Data collected over the past few years reveals a teaching population in our 
schools that consists of only 8% African American teachers, 3% Latino teachers, 
1.4% Asian American/Pacific Islander teachers, .9% Native Americans and even 
lower percentages of other minorities (NEA, 1991). If we are to believe the forecasts 
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about the decline in minority teachers, the prospects look bleak for this unbalanced 
situation to improve. 
Clearly, if this decline in minorities entering teacher education continues, and 
there is evidence from the literature that it will, the number of African, Latino, Asian, 
and Native American teachers in our schools is estimated to fall below 10% by the 
year 2000 (Kauffman, 1987). Some teacher educators believe an even more 
ominous future lies ahead, predicting that by the year 2000, a teaching force 
representing only 7% minorities (Case, Shive, Ingebretson, & Spiegel, 1988; 
Middleton, Mason, Parker & Stilwell, 1988) or even 5% minorities (NEA, 1987) will 
be teaching in U.S. schools where 38%-40% of the pupils will be minorities (Bass de 
Martinez, 1988; Nel, 1992). 
To present these data concerning the decreasing numbers of minorities in 
teacher education without being attentive to the reasons for this decline would not 
present the whole picture. Therefore, various reasons which relate to the decline of 
minorities entering into and remaining in teacher education will be discussed briefly 
in the next section. 
Reasons for the Limited Numbers of Minorities in Teacher Education 
The literature is replete with reasons for the limited presence of minorities in 
teacher education (Bass de Martinez, 1988; Case, Shive, Ingebretson, & Spiegel, 
1988; Graham, 1987; Haberman, 1988; King, 1993; Middleton, Mason, Parker & 
Stilwell, 1988; Spellman, 1988; Zapata, 1988). These reasons include, but are not 
limited to the (a) decreasing numbers of minorities who enter teacher education 
programs at historically Black colleges and universities (HBCUs), (b) limited 
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presence of minority faculty and feelings of alienation by minority students at 
predominantly European American institutions, (c) inadequate educational 
preparation of minorities for college, (d) increased shortage of financial aid and 
continued funding to support minority students in higher education, (e) relatively low 
rates of minorities passing teacher competency tests, and (f) inequities in teacher 
education programs. 
Historically Black Colleges and Universities 
Schools, Colleges, and Departments of Education at HBCUs have prepared 
most African American teachers in elementary and secondary education (Hunter- 
Boykin, 1993). Recently, because of federal and state guidelines funding has been 
limited to many institutions of higher education, especially HBCUs. Minorities who 
may have enrolled at these institutions and ultimately entered a teacher education 
program are turned away because of decreased funding for these HBCUs. Scholars 
believe that this lack of support for HBCUs by federal and state agencies has 
negatively affected the presence of minority teachers, particularly African American 
teachers, in US schools (King, 1993). 
From 1945 to 1973, the percentage of African Americans attending college 
seeking post-secondary degrees from HBCUs dropped from 90% to 25%. The 
number of education degrees awarded in HBCUs declined from 9,051 in 1974 to 
2,196 in 1990 (Horton & Smith, 1990). Since there has also been a move by 
minorities to enter into professions other than teaching, this decline in the minority 
teaching force can not be seen as totally caused by lack of funding to HBCUs. Even 
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so, this decrease in funding to HBCUs certainly has not helped alleviate the problem 
of preparing too few minority teachers. 
Absence of Minority Faculty and Feelings of Alienation 
Several scholars charge that the decreasing numbers of minority faculty in 
our colleges and universities in general is another reason for the diminishing 
numbers of minority students entering teacher education. The contention is that by 
their very presence, minority professors attract minority students (Blackwell, 1983; 
Goodlad, 1990; Lawson, 1991). 
In the national RATE II study, the percentage of minority teacher education 
faculty was "too small to permit any interpretation of the data beyond a general 
lament about the low percentage of minority faculty teaching future teachers of 
America" (AACTE, 1987). This discouraging picture of the professorate continued in 
the RATE V sample (AACTE, 1992) where respondents were 91.7% European 
American and 8.2% minorities representing African American, Hispanic, Asian, and 
Native American cultures. 
Without the presence of minority professors and staff, minority students can 
develop a negative sense about the commitment of a mainly white institution of 
higher education toward greater plurality among its faculty. Of course, this shortage 
of minority graduate students and faculty is most evident at predominantly European 
American colleges and universities. Basically, non-participation of minorities at all 
levels of higher education appears to be influenced "by non-pluralistic institutional 
orientations and unfriendly campus climates" (Altbach & Lomotey, 1991). 
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There are reasons why minority students appear to have a harder time 
adjusting to college in these contexts than European American students, as D'Souza 
(1992) explains: 
It is not easy to go from an inner-city high school to a college town that has 
entirely new social routines, or settling into a dormitory where roommates 
have a great deal more money to spend, or cultivating the general university 
lifestyle that is familiar to prep schoolers and sons and daughters of alumni, 
but alien to many minorities and foreign students (p. 233). 
As we examine minority faculty-minority student ratios at various institutions 
of higher learning, the "inhospitable campus climates" to which Altbach and Lometey 
(1991) and D'Souza (1992) refer, along with the limited presence of minorities at 
these colleges and universities, can be seen as a cause and effect phenomenon. 
For instance, the University of California at Berkley (Duster, 1993) has a 50% 
minority student population, while only 11% of the faculty represent various 
minorities. Although the City University of New York can boast about their 64.5% 
minority student population (Omolade, 1993), the 21.6% minority teaching force is 
less than a satisfactory balance between minority faculty and minority students. 
Minority students who do enter universities where most of the student body 
and faculty are European American are likely to experience feelings of alienation 
and isolation (Loo & Rolison, 1986) This may be due to difficulties they experience 
in adapting to the environment. There is evidence that once minorities enter a 
university teacher education program, they are more likely than their European 
American counterparts to leave the program prematurely (Case, Shive, Ingebretson, 
24 
& Spiegel, 1988). Similar to the behavior of European American students, attrition 
among African-American students and Hispanic students indicates issues of social 
adaptation as well as academic performance (Tinto, 1993). 
When minority students are confronted with an unfamiliar atmosphere, their 
inability to adapt to this environment may override their capacity to achieve 
academically. Academic performance can be evidence of the minority students' 
experiences in the classroom and the support they find in these places (Fleming, 
1985; Martin 1990). These researchers found that African American students were 
more likely to succeed academically and persevere in their studies when they 
believed they were being supported and encouraged in their work. 
In addition to being supported and encouraged in academics, being 
supported and included socially is also an issue for minorities in college just as for 
European American students. But, as Tinto (1993) emphasizes, "the types of 
involvement, activities and interpersonal relationships which lead to effective social 
integration of minority students may not be the same as for majority students" (p.74). 
Results of a nine year longitudinal study of 350 four-year colleges suggests that 
minorities are influenced by more formal, group forms of social association like 
student committees, while European Americans appear to be concerned more with 
one-on-one contact with their peers. Without the presence of supportive 
communities for minorities within the university environment, "they are more likely to 
experience a sense of isolation or incongruence than are white students generally" 
(Tinto, 1993, p. 74). 
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Attrition is more likely when minority students do not perceive themselves as 
central to the college or university environment, and thus develop a sense of 
marginality (Murguia, Padilla, and Pavel, 1991). Since minorities have experienced 
life as members of a racial or ethnic group other than European American, Goodlad 
(1990) questioned why minorities might "want to extend that experience into a 
teacher education program dominated by the white majority" (p. 284-285). Under 
these circumstances, it takes a student with a strong sense of self to overcome the 
obstacles of the established environment, accept their own identity, and reach their 
potential (McElroy-Johnson, 1993). 
Inadequate Educational Preparation of Minorities for College 
Another reason cited for the shortage of minority teacher education students 
is the poor education minorities received as youth in elementary and secondary 
schools (Haberman, 1988). There is further evidence in the literature that the 
courses taken by minorities in high school may have a negative effect on the 
percentage of minorities entering college and ultimately teacher education (King, 
1993; Williams, 1992; Oakes, 1985). Scholars contend that because of these 
experiences, fewer minorities seek higher education. For those who do, many don't 
go beyond a two-year program (Bainer, 1993). 
Research has shown that in secondary schools more minorities are tracked 
into vocational programs (Goodlad, 1984; Oakes, 1985). Minorities tend to take 
fewer years of mathematics, social studies and physical sciences and participate 
less often in gifted and talented programs. In addition, minorities are more likely to 
be in special education programs than European Americans (Williams, 1992). 
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These facts alone should disturb teacher educators. Without proper high school 
preparation, challenging and rewarding coursework and a sense of achievement, 
bright and able minority students may leave high school without graduating and 
never enter college or a teacher education program. 
Administrators in higher education are concerned about the low percentages 
of minorities entering college, but at the same time are becoming more aware and 
disturbed about minorities leaving universities and colleges before finishing their 
degree (Castle, 1993). The high attrition rate of minorities from colleges and 
universities may have a great deal to do with the different types of courses taken in 
high schools mentioned in the previous paragraph. The lack of adequate 
preparation can adversely affect their ability to perform competitively and stay in 
college until graduation (Crouse & Trusheim, 1988; Mingle, 1987). 
Lack of Financial Aid and Continued Funding 
Availability of financial aid plays a major role in recruiting as well as retaining 
minorities in teacher education (Kortorax-Clark, 1987). With the recent cuts in 
federal, state, and college financial aid, minorities considering teacher education or 
those already in a program may have second thoughts and think about other career 
moves (Wilson, 1990). 
A study investigating efforts by SCDEs to recruit minority preservice teachers 
using academic scholarships showed only 30 out of 58 SCDEs having available 
preservice teacher scholarship funds (George & Blank, 1989). Only eight of these 
institutions reported having teacher education scholarships designated for the sole 
purpose of recruiting and retaining minority teacher education students. These 
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researchers were among others such as Loehr (1988) who found those institutions, 
though few in number, employing a fulltime minority recruiter and awarding teacher 
education scholarships to be more effective in attracting minority students. 
Even beyond the economic sacrifices for getting into college, decreases in 
financial aid have turned many minorities away from completing their degrees 
(Spellman, 1988). One such example of a federally funded program cutback was 
the Teacher Corps, which assisted many minorities with total funding of their 
education (King, 1993). 
With the continued decline of grants in aid (Henninger, 1989) and the 
changes in the income tax code limiting the amount of interest students can deduct 
for loans (Bass de Martinez, 1988), many minorities are taking a serious look at 
higher education in general and teacher education in particular and asking, "Is it 
really worth it?" 
Minorities who must depend totally on loans to finance their education may 
be unwilling or unable to commit themselves to years of repayment on a loan and 
elect to enter other professions where the salary scale is higher than in teaching. 
This concern and worry over borrowing large sums of money, added to students' 
inexperience in the loan application process, is restricting many minorities from 
pursuing or completing a college education. 
Low Rates of Minorities Passing Competency Tests 
A heavy emphasis on competency tests at the beginning or end of teacher 
education programs is another reason cited for the decline in numbers of 
prospective minority teachers (Hunter-Boykin, 1993). Spellman (1988) reports that 
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the use of standardized tests as a requirement for certification has adversely 
affected the number of minorities in teacher education because they do not pass 
tests at the same high rate as do European Americans. Minorities fail standardized 
tests for admission to teacher education and for certification at far greater rates than 
European Americans (Darling-Hammond, Pittman, & Ottinger, 1987; Zapata, 1988). 
Competency testing has increased since the early 80's as the public 
demanded higher quality schools and teachers (Spellman, 1988). States differ on 
which tests are used as well as whether tests are at entrance or exit of teacher 
education programs. By 1988, 48 states required either the National Teacher Exam 
(NTE) or some other form of teacher testing in order to become certified as teachers 
(Spellman, 1988). 
The results of the basic skills entrance test given to potential minority teacher 
education students in 1983 in California revealed that of the 6,644 participants 
taking the test, only 42% passed (Gifford, 1985). Researchers estimate that over 
37,000 potential minority teacher education students were eliminated from the 
teaching profession through entrance or exit exams (Dudley & Bell, 1991). 
The NTE is typically given at the end of the teacher education program, and 
thus does not screen out anyone from enrollment in the program. What the NTE 
may do is create a negative climate that makes recruitment difficult. Even though 
the Supreme Court has upheld the use of the NTE in several states, minorities have 
scored consistently lower than European Americans on the test nationally (Mercer, 
1983). 
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African Americans score as much as fifteen percentage points below 
European Americans, causing educators to question the cultural fairness of the 
NTE. This discrepancy was shown in the results from a study done in California in 
1986, where 76% of European Americans successfully passed the test, as 
compared to 26% of African Americans (Smith, 1989). 
Other researchers report that in the decade 1976-1986 in Florida, only 35- 
40% of African Americans taking the NTE passed the test (DuPre, 1986). Another 
example given from the California Commission on Teacher Credentialing for the 
1988-89 NTE scores shows a passing rate of 70% for European Americans, 27% for 
African Americans, 43% for Mexican Americans, 49% for other Latinos, and 52% for 
Asians (Majetic, 1989). 
Other scholars have questioned whether the NTE truly predicts future 
success in teaching (Haertel, 1987; Murnane, Singer, Willett, Kemple, & Olsen, 
1991). Opponents argue that there is no factual evidence that any of the 
competency tests used or presently available have predictive validity or that they 
can differentiate between competent and incompetent teachers. In addition, these 
same opponents argue that a cultural and gender bias is evident in most tests as 
well. 
Still other objectors contend that testing requirements for entry, exit and 
certification requirements in teacher education surpass bachelor's degree criteria in 
other fields (Dilworth, 1990). In light of these arguments, many minorities may 
perceive these tests to be an even greater, perhaps unfair challenge for them, and 
ultimately decide to enter another profession. If pupils in our schools learn that 
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prospective minority teachers are judged not competent to teach primarily from the 
results of these competency tests, they may lose their interest and desire to pursue 
higher education, and especially teaching as a career. 
The issue of teacher testing as a criterion for entrance into teacher education 
or at the completion of the program continues to be controversial. Many opponents 
of teacher testing claim that the students who are being turned away from the 
profession are the very ones who should be accepted (Dilworth, 1990; Spellman, 
1988). 
Inequities in Teacher Education Programs 
Several scholars believe a major reason for the shortage of minorities in 
teacher education is the inequitable curriculum found in most programs (Bainer, 
1993). Some contend that minority students in teacher education must be 
"bicultural, bidialectic, and bicognitive in order to succeed in their classes and field 
experiences" (p. 21). 
Bicultural teaching and learning have been defined by Boyer (1983) as the 
teacher and learner possessing different racial or ethnic identities. In order to 
succeed in a particular teacher education program, researchers found that some 
minority teachers believed they must give up their cultural identities (Tinto,1993). 
While European American students make the transition from home to college to a 
teacher education program without a major cultural adjustment, minority students 
entering teacher education must acquire new learning and teaching methods which 
may be different from their cultural norm (Bainer, 1993). This conflict may impede 
their ability to achieve academically and eventually cause them to leave the program 
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(Anderson, 1988). A domino effect occurs when word gets around in that other 
minorities who might have been interested may choose not to enter the program at 
all. 
It has been noted in the literature that cooperative learning situations can 
increase peer interaction, academic achievement, desire to learn, and be 
empowering to the minority student (Johnson, Johnson, & Holubec, 1986). This 
model can be effectively used as an alternative to the competitive structure of many 
teacher education programs. 
Certain scholars have examined how disabling a competitive model can be 
(Sapon-Shevin & Schniedewind, 1991; and Kohn, 1986). The link between a 
competitive learning scheme and oppression was investigated and found to be built 
around several myths such as building peer rapport, developing friendships and 
being motivational. These researchers stress that the interpersonal outcomes of 
competition such as “rivalry, envy and contempt all encourage blaming the loser and 
justifying their desired fate” (p.165). 
As these researchers suggest, the structure of the learning environment can 
be adjusted so that all students see each other as part of the team effort, offering 
support and encouragement while working toward common goals. This model of 
cooperation implemented into the teacher education program can be one of 
empowerment as opposed to oppression. 
In addition, when the curriculum content of any teacher education program is 
biased or the content of the program unbalanced (such as few or no multicultural 
courses or multicultural content within courses), many minorities may find the 
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program personally unfulfilling and irrelevant. They may not see teacher education 
programs making connections and offering courses applicable to the public school 
scenes they know. Minorities may perceive a lack of "with-it-ness" with a curriculum 
that fails to develop the skills needed to teach in today's culturally diverse 
classrooms. 
The bifurcation between school knowledge and real-life knowledge (Sleeter 
and Grant, 1991) occurs in many teacher education programs where there is a lack 
of multicultural awareness by professors who design the programs. This 
disconnection experienced by minority preservice teachers can lead to a lack of 
desire, interest, and passion about the curriculum and result in greater alienation 
from their program. 
As Sleeter and Grant (1991) attest, “education should help all students 
acquire knowledge that empowers” (p. 50). If the course of study, assignments, and 
practical applications do not include the students’ point of view or background 
experiences, attainment of knowledge becomes less than desirable and this does 
not contribute to a feeling of power. Without power, resistance to acquire additional 
knowledge about the dominant culture may increase. 
Most teacher education programs at predominantly white institutions plan the 
curriculum around what has been taught before, or as Sleeter and Grant (1991) 
describe, “traditionally accepted knowledge”(p.50). Minority students who choose to 
enter teacher education often become further disabled as opposed to empowered 
by a curriculum that lacks any real connection with their culture and the culture of 
the schools in which they are being prepared to teach. 
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Many minorities may experience what Everhart (1983) has described as a 
disconnection between regenerative knowledge and reified knowledge. 
Regenerative knowledge is formed in one’s home and community. It is more 
contextually based and comes from the continuous interactions among people in a 
community setting. The content of this knowledge comes from the cultural context 
with which the student identifies. This knowledge helps students to think about 
themselves and their experiences related to the rest of the world. 
Reified knowledge can be described as being more static and does not allow 
for transmission and interactions among students, professors, and others in an 
educational setting. Students encounter this traditional way of learning whereby the 
teachers imparts knowledge and the students conform to the teacher’s way of 
thinking about a particular subject. 
School knowledge should empower and augment students’ regenerative 
knowledge (Sleeter and Grant, 1991). If the content of the curriculum is viewed as 
containing mainly reified knowledge and dispossesses or negates other cultures of 
which these students are members, the lack of a multicultural focus will only further 
disempower the already marginal status of the minority student. 
With regard to the quality of the multicultural courses offered for preservice 
teachers, many are viewed as feeble attempts to get at the core of the problem 
(Grant, 1981). The content of the courses may focus only on surface concerns such 
as bias in instructional materials while dismissing the importance of deeper issues, 
such as racism in schools and society, and the effects of tracking on the success of 
minority students. 
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Whether because of failure to pass teacher tests, lack of financial aid, 
absence of minority role models, feelings of alienation in a teacher education 
program, or insufficient academic preparation for college, the result is the same - as 
each year passes, the percentage of minorities preparing to teach in schools is 
diminishing; they are becoming a vanishing group. They represent a valuable but 
invisible power, but a power that should be on our conscience each time we look 
into our classrooms and observe the under-representation of minorities on the 
teacher's side of the desk. 
Attention has been directed toward the under-representation of minorities in 
teacher education by organizations outside the educational community (Jacullo- 
Noto, 1991) as well as by researchers in schools of education (Case, Shive, 
Ingebretson, & Spiegel, 1988). Particular teacher education programs and schools 
of education have attempted to design various models and special programs to help 
recruit and retain more minorities in teacher education. These models contain 
elements that have been identified in the literature as important to the successful 
recruitment and retention of minorities. 
Minority Recruitment and Retention Programs in Teacher Education 
I examined a variety of programs that were designed to recruit and retain 
more minorities into teacher education (Crawley Alexander, 1993). These seven 
programs were from five institutions of higher education, one large metropolitan 
school board, and one model not associated with any particular institution. As this 
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was only an early attempt at investigating this topic, these programs were not 
necessarily chosen as representative of any particular design. 
The seven programs reviewed offered various approaches to help recruit and 
retain minorities in teacher education. From the information in the articles, I believed 
some of the programs could serve as true models for other institutions and teacher 
education programs because they had characteristics that were exemplary, worthy 
of imitation, and cost effective. Although some of the programs appeared to be less 
than ideal, too context specific, or cost prohibitive, each program had characteristics 
that could be modeled, copied, or adapted to fit the recruiting and retention 
requirements of other institutions of higher education. 
As shown in Table 1, these models included an assortment of elements that, 
on the surface, can be viewed as positive. A range of opportunities for potential 
minority teacher candidates was provided. For example, each of the seven 
programs examined had regularly scheduled peer and faculty meetings with teacher 
education students. Second, only three programs were funded by local, private or 
federal funds (Jacullo-Noto, 1991; Yopp, Yopp, & Taylor, 1991; Zapata, 1988). 
Lastly, there was one model (Middleton, Mason, Stilwell & Parker, 1988) that was 
unique because it was designed in such a way to fit the needs of any teacher 
education program. 
Recruited Populations 
Most programs were designed to attract and recruit target audiences that 
included teacher aides (Middleton, et al., 1988; Nicklos & Brown, 1989; Yopp, et al., 
1991), secondary students (Middleton, et al., 1988, Nicklos & Brown, 1989; Yopp, et 
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al., 1991; Zapata, 1988), college students (Jacullo-Noto, 1991; Middleton, et al., 
1988; Nicklos & Brown, 1989; Whitehurst, Witty & Wiggins, 1987), and veteran 
teachers and professionals from other careers (Jacullo-Noto, 1991; Nicklos & 
Brown, 1989). This wide range of potential teacher candidates identified testifies to 
the broadening of recruitment strategies that clearly are necessary to break the 
boundaries of the status quo. 
Table 1. Minority Recruitment Programs 
Elements of these 
Models 
Teacher 
Track 
Project 
Task 
Force 
Minority 
Recruit 
Project 
“1 
Teach 
n 
Stilwell 
Model 
Norfolk 
Model 
Urban 
Summer 
Education 
Program 
Teacher j 
Opportunity 
Corps Model 
NTE Practice ★ ★ ★ ' ★ 
Generic ★ 
Funded ★ ★ ★ 
Incentives ★ ★ * ★ ★ ★ 
Peer/Faculty Support ★ ★ ★ ★ ★ ★ * j 
Summer Program ★ ★ 
Academic Counseling ★ ★ ★ ★ 
Institutional Partners ★ ★ ★ ★ ★ 
Teacher Aides ★ ★ ★ 
High school students * * * ★ •k 
Mentor/Protege ★ ★ •k ★ 
At-Risk Students ★ 
College Students ★ ★ ★ ★ 
Veteran Teachers ★ 
Remedial Help ★ ★ ★ ★ ★ 
Seminars ★ ★ ★ 
Community Involvement ★ i ★ ★ ★ 
Teachers Recruited ★ 
Teachers Retained ★ 
Teachers Placed 
Recruit Satisfaction ★ ★ 
Other professionals ★ ★ 
Direct student contact ★ 
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One program in particular (Jacullo-Noto, 1991) was designed to allow direct 
interaction of potential teachers with students in a real-life situation. This was 
possible because the Teacher Opportunity Corps (TOC) works with schools 
attended by a large proportion of at-risk students. In addition to this example, other 
elements of these various programs are also noteworthy. 
Remedial and Social Assistance 
Several programs included various strategies to help potential minority 
candidates with their academics and social adjustments to academe and college life. 
Four programs were designed to enhance students' standardized test-taking skills 
and to provide remedial help (Middleton, Mason, Stilwell & Parker, 1988; 
Whitehurst, Witty & Wiggins, 1987; Yopp, Yopp, & Taylor, 1991; and Zapata, 
1988). Four programs (Jacullo-Noto, 1991) had arrangements for on-going 
academic counseling throughout students' coursework and college career. 
Mentors and Proteges 
A mentor-protege system between potential teacher education students and 
faculty members was offered in several of the designs (Jacullo-Noto, 1991; 
Matcznski & Joseph, 1989; Whitehurst, et al., 1987; Yopp, et al., 1991). To further 
support the participants, these programs (Jacullo-Noto, 1991; Yopp, et al., 1991, 
and Zapata, 1988) also conducted regularly scheduled seminars with teacher 
recruits, mentors, and supervisors to chart progress of students in the program. 
United Efforts 
Five programs (Jacullo-Noto; 1991, Middleton, et al., 1988; Whitehurst, et al., 
1987; Yopp, et al., 1991; and Zapata, 1988) played a role in collaborative 
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partnerships among public schools, community colleges, universities and/or 
businesses. Along these same lines, community involvement with the teacher 
education programs was also encouraged (Middleton, et al., 1988; Nicklos & Brown, 
1988; Whitehurst, et al., 1987; and Yopp, et al., 1991). 
Program Assessment 
Overall, no specific procedures appeared to be in place to evaluate the 
effectiveness of the programs. The TOC (Jacullo-Noto, 1991) did appraise the 
number of teachers recruited and the number of teachers retained. Teacher 
education student satisfaction was measured by the TOC as well as in Project: I 
Teach (Zapata, 1988). Not one program, however, tracked the number of students 
from their programs who were placed in teaching positions! Even though most of 
the programs had not been in place long enough to report these results, there were 
no plans to do so for the future. 
While it was encouraging at first to see that universities and other 
organizations were making efforts in the direction of recruiting and retaining more 
minorities in teacher education, upon closer examination based on brief 
conversations with the program designers, I discovered that only one of the seven 
programs was still in operation, the TOC (Jacullo-Noto, 1991). A plethora of 
reasons was offered by the program designers about the demise of their programs. 
Lack of continued funding and program designers being transferred to other 
departments appeared to be the primary reasons for non-continuance. 
After the telephone conversations and discussions with colleagues, I was 
disappointed with this brief surface examination into these few minority recruitment 
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and retention programs. I was left asking several questions about these sporadic 
attempts at recruitment and retention models in particular and the topic of the 
declining numbers of minorities in teacher education in general. 
Programs Revisited 
I recently contacted several of the program designers for an update on the 
status of these various programs. Project: I Teach at the University of Texas at 
San Antonio (Zapata, 1988) is no longer in operation and Professor Zapata is no 
longer involved. The university has another program that exposes minority students 
to teaching called Project CEDE, under the direction of Professor Richard Diem. 
Professor Witty, one of the co-authors of the Norfolk State Model (1987), 
said the specific model as written was no longer being implemented, but they did 
receive $612,000 from a scholarship program directly for minority teacher aides in 
the Norfolk public schools. Fifty-two teacher aides are currently in the program in 
early childhood and special education, math, science, and English. At this time 
Norfolk State also has an Honors in Teaching Fellows Program that targets minority 
males in early childhood and special education. In three years they have served 
over 50 students, but Professor Witty could not report specific data on how many 
students had been placed in teaching positions. 
The program that appears to be healthiest and growing as originally 
conceived is the TOC (Jacullo-Noto, 1991). The seven-year-old program was due 
to be cut, but after strong lobbying efforts it was reinstated and currently serves 19 
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students. The cohort seminar is a strong determinant for student success and the 
emphasis for the program this year is on teacher reflection and keeping journals. 
Other Programs 
A new program recently in the news is the Minority Teaching Scholarship 
Program at Livingstone College in Salisbury, North Carolina (USA Today. January 
19, 1994). Eight freshmen in the new program received $9000.00 renewable 
scholarships in exchange for a minimum "B" grade average and three years of 
teaching in North Carolina public schools. The students will take the regular 
education curriculum and participate as mentors for elementary and secondary 
disadvantaged students. 
Another program that illustrates coordination among institutions of higher 
education is a collaborative program between Kent State University and Cuyahoga 
Community College (Anglin, 1989). Target students for this program were mainly 
non-traditional, older minority students. The primary goal of the project was to 
prepare 30 minority students at Kent State University each year. The author of the 
article has since transferred to another institution, but speaking to me by telephone 
said the program was "full speed ahead" and gave me the names of the new 
program heads. Dean Anglin is in the process of implementing a similar program at 
Berry College in Georgia. 
The University of North Texas designed a pilot project to address the 
shortage of diversity in teaching (Contreras & Nicklas, 1993) by attracting minorities 
from high schools and community colleges into teaching. A summer bridge program 
for high school students and college or junior college transfer students and a 
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collaborative network among the university, high schools and junior colleges was 
implemented. On-campus residence, university coursework, academic support 
services and social and cultural activities were components of the program. 
Of the 48 students (17 high school and 31 community/junior college) who 
began the program, 47 completed it. In the follow-up questionnaire all graduates 
indicated that they planned to continue in the teaching profession. A conclusion 
could be drawn from this study that when given the right kind of support and a good 
introduction to college life (the summer bridge program, in this case) "first generation 
students will persist toward completing requirements for a degree" (Contreras & 
Nicklas, 1993, p. 4). The authors report that as of early summer 1992, 35 of the 
initial 48 had graduated and were enrolled in master's courses or were still in the 
program at the undergraduate level. 
Summary 
All of these programs present a multitude of worthwhile strategies to attract, 
recruit, and retain minorities into teacher education. Even so, the limited presence 
of minorities in the teaching ranks remains. As we approach the year 2000, it 
appears that the dismal forecasts about the low percentages of minorities in teacher 
education will prove to be true. 
After investigating these programs and talking to various students and 
educators, the crux of the problem, in my opinion, is that teacher education 
programs as currently conceived are not attracting minorities into their programs for 
four main reasons. First, lack of commitment and responsibility by the university and 
supporting institutions appears to be a major deterrent to successful recruitment and 
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retention efforts. Responsibility in this area can be shown by dedication to 
institutional hiring of minority faculty and staff. Overt support of minority task forces 
and committees can be demonstrated by frequent references to their work and 
positive coverage through the media. This is an area that can not be overlooked or 
"put on the back burner". 
Second, a shortage of funding and financial resources has caused many 
programs to fold, thus losing many potential minority teacher candidates. Strong 
advocates representing the university and teacher education must continue to 
exhaust every potential funding source and look for creative ways to keep programs 
and services functioning and healthy. 
Third, minorities are not finding teacher education especially attractive 
because the levels of loyalty and dedication by faculty and program designers to this 
cause is questionable. Too many faculty become caught in the trap of political 
correctness and proceed from one research area of interest to another, recognizing 
current "trends", or put their energies where the grant money is-but only until it runs 
out. Doing research and work about minorities in teacher education should not be 
viewed as a trend, but as a significant, long term and career-long contribution to 
improving and maintaining excellence in teacher education. People must really care 
in order to continue the long term effects. 
Fourth, and most importantly, the curriculum design in many preservice 
programs and classrooms is not relevant to what is going on in the schools, and 
minorities (as well as many potential European American teachers) cannot relate to 
the program. The current perception is that teacher education programs are not 
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relevant to what is going on in the schools, are too traditional, and do not offer 
enough interrelated, practical experiences (Conant, 1963; Kerr, 1981; Goodlad, 
1984). The social climate and what is happening in our neighborhoods and 
communities to our pupils in the schools are not being addressed. 
Because I want more information about how to deal more effectively with the 
four reasons just listed, I am focusing my research on the perceptions of the 
consumers of the teacher education programs, the preservice minority teacher. 
Their insights and opinions about the teacher education programs of which they are 
members can prove very useful to me and other teacher educators. 
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CHAPTER III 
METHODS AND PROCEDURES 
Introduction 
This chapter explains the methods for selecting participants and analyzing 
data for my study. Results of a pilot study during the first semester of the 1993 
academic year are reported as the basis for the data collection and analysis 
procedures. In addition, the process and structure of phenomenological interviewing 
are described and assurances of trustworthiness discussed. 
The purpose of this study was to become more knowledgeable about the 
perceptions of minority preservice teachers concerning teacher education. The 
following research questions were addressed: 
1. What are the minority preservice teachers' life histories up to the present? 
How did the participants come to enter teacher education? 
2. What is it like to be a minority preservice teacher in a teacher education 
program? 
3. How do the participants make sense of their work as minority preservice 
teachers? 
Participants 
Fifteen minority preservice students from five teacher education programs in 
the Northeast were the participants for this study. Participants included male and 
female individuals who represented African American, Latino, Cape Verdean, 
Cambodian, African American-Hispanic, Mexican Irish, Colombian, and Japanese 
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Hawaiian ethnic groups at various stages in their preservice teacher education 
programs from second year pre-practicum students to seniors in student teaching. 
Gaining Access 
Because I was concerned with protecting the rights of participants and was 
sensitive to the possible reluctance of minority students to engage in research of this 
kind with someone they don't know, my first strategy for gaining access was to 
contact faculty from these various teacher education programs. They gave me the 
most immediate information on the number of minorities in their teacher education 
programs. 
Since the Freedom of Information Act precluded any direct contact with 
possible participants, I only asked for the addresses or telephone numbers that were 
published in the student directory at each school. In this way, faculty members 
served as one form of indirect contact to potential participants. I also received 
permission from these faculty members to use their name in any correspondence to 
these potential participants, as a way of introduction as well. 
After initial identification or contact via a faculty member at an institution, I 
called or sent a letter to these students (see Appendix A) informing them of my study 
and requesting permission to call or contact them with further information. After 
positive responses, I set up a meeting to explain my study and when they informed 
me of their interest, both of us signed the Participant Consent Form (Appendix B). A 
schedule for three interviews was made at this time. 
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Phenomenological Interviewing 
Phenomenological interviewing is one method that researchers use to gain 
access directly to the perceptions and reflections of a participant. Advocates of this 
type of research believe phenomenological interviewing can help researchers 
understand their participants very well by putting their experiences into context 
(Seidman, 1991). Phenomenological interviewing is constructed in a way that helps 
the participants put their experiences into a progression or sequence. From one 
personal experience with phenomenological interviewing and the structure of the 
interviewing process, it appeared to be the most effective way to gain insight into the 
issues and concerns of minority preservice teachers. 
Structure of Phenomenological Interviewing 
After receiving a signed informed consent document from each participant 
during our initial face-to-face meeting, a schedule was negotiated for a series of 
three 90 minute interviews with that person. Each interview was audio-taped. 
Structuring three separate interviews allowed me and the participants to pace 
the interviewing, consider many experiences, and place them in a sequence that 
made sense to the participant. A professional transcriber and I transcribed the 
interviews verbatim for later data analysis. 
The sites for the interviews were locations that were convenient for my 
participants, such as my office, or a place they suggested, as most participants were 
located out-of-town. The sites used were private, free of any distractions, and 
elicited a feeling of comfort and ease. 
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The interviews were spaced 5-10 days apart. This allowed time for the 
participants to reflect on the previous interview without permitting too much time for 
the participant to forget the connections. This time-frame for the three interviews 
also helped establish the comfortable relationship between interviewer and 
participant that Seidman (1991) stressed is vital to good research. 
During the first interview, I encouraged participants to focus on their life 
history, or what their life had been like up to that point. Instead of asking "why", I 
asked "how" in order to help participants think about events in their past family, 
school, work, and other experiences (Seidman, 1991) that prepared them for the 
second interview. 
For the second interview, participants concentrated on the present. I asked 
them to describe and depict their daily tasks, concerns, and responsibilities. Details 
about their interactions with other teacher education students, school pupils, 
teachers, college faculty and others were emphasized during the second interview. 
Finally, the third interview provided the opportunity for participants to make 
meaning of the material that surfaced in the other two interviews. A strong 
foundation was set during the other two interviews in order for this to occur. To 
focus on making meaning out of what had been said in the earlier interviews, I 
encouraged participants to consider how the various elements in their lives had 
combined to bring them to where they were presently and to interpret their present 
lives as minority teacher education students. 
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Phenomenological Interview Procedure 
As Seidman (1991) stresses, the phenomenological interviewing technique is 
a method that can be learned and practiced. I had to master several skills in order 
to be a successful interviewer. 
First, I was an active listener and followed up on what the participant was 
saying by asking for more details or clarification of anything when the response was 
not understood. Asking for this was important in phenomenological interviewing 
because of the way that each interview builds on the others. 
Second, I asked questions in a way that facilitated thoughtful responses from 
the participant. This was done by exhibiting a calm, rather than an aggressive 
demeanor. I explored the interview with the participant rather than probing for 
answers. For example, when something was shared that needed elaboration, 
instead of interrupting a response, I made a note of a key word to ask about later. 
Third, the type of questions asked were important. Questions requiring "yes" 
or "no" answers did not often facilitate thoughtful responses. I used open-ended 
questions to allow the participant to choose any direction. 
As an interviewer, I was able to adapt and be flexible, depending on the 
situation (Lincoln & Guba, 1985). I also realized that the meaning asked for in the 
third interview was, to a certain extent, a function of the relationship between the 
interviewer and participant (Patton, 1989). 
With each interview these skills became more natural and automatic. In 
addition, I believe I exercised patience and came to realize that at certain times, 
thoughtful responses from participants required appreciative periods of silence. 
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Pilot Study 
For my pilot study, I interviewed one female Latina minority participant from 
an elementary education teacher education program. At the time of the interviews, 
she was taking courses as well as doing a prepracticum two days a week at an 
elementary school. 
I became aware of this student through informal inquiries of teacher 
educators concerning minority preservice teachers at the institution. Because the 
interviewing relationship begins "the moment the potential participant hears of the 
study" (Seidman, 1991, p.37), however, I contacted her personally. Using the three 
interview format of phenomenological interviewing, I felt able to get at the core of my 
participant’s experiences quite effectively. By spending almost 5 hours with each 
participant, I believe I acquired considerable depth of understanding of their 
experiences, beliefs, and behaviors. 
In the past, I have used this method of interviewing for a graduate seminar 
project with two preservice teachers. I like phenomenological interviewing and find 
this method to be very satisfying and comfortable to me as a researcher. I chose 
this method to collect my data when I decided to explore minority preservice 
teachers' stories. 
The initial contact with the pilot participant was made by telephone, followed 
by a face-to-face meeting. This meeting explained my study, allowed the participant 
to ask any questions she had, and find out if she agreed to be interviewed. An 
informed consent document was signed by me and the participant with a copy of the 
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form kept by the participant. Meeting dates were scheduled for the first and 
subsequent interviews with the participant. 
Results of the Pilot Study 
The pilot study enabled me to practice and refine my interviewing technique. 
For example, I found it was more comfortable and less distracting for me and my 
participant when I didn't take notes during the first interview. I concentrated more on 
listening to her responses, asking her to explain any portion of the interview that was 
vague. Then, immediately after the interviews, I wrote down any reminders to myself 
of topics I might want to hear more about in the next interview. 
With the second and third interviews, my participant and I felt more at ease 
with each other and I did jot down a few notes when needed. I believe this 
technique helped to remind us both of specific information that she may have 
missed the first time. 
Data Collection 
When I began collecting data, I made two files for each participant, labeling 
each as an original file and a duplicate file. Copies of documents (e.g., informed 
consent) and transcripts of each interview were completed for each participant and 
stored in two separate safe places: my home office and a safety deposit box at my 
bank. 
During the three interviews of each participant, I used a combination cassette 
tape recorder/transcribing machine and took a few notes as needed. After each 
interview, I transcribed the entire tape and made a backup copy of the tape and the 
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interview data. The original tapes and transcripts were copied, filed, and stored 
away in a safe at home and a safety deposit box at my personal bank. 
Data Reduction and Analysis 
Although Seidman (1991) recommends that extensive, in-depth analysis of 
the interviews should not be attempted until all interviews have been completed, I 
performed ongoing analyses of the interviews that I believed were necessary for this 
project and natural for my research style. I began looking for patterns immediately 
as I proceeded with more interviews. 
Seidman recommends two ways to analyze the data. The first way is to 
develop profiles of individual participants and the second way is to mark compelling 
individual passages, later grouping them into categories for thematic connections. 
For this study, I analyzed the data by marking pertinent, meaningful 
passages and grouped them into categories. The categories were drawn from 
repeated words and phrases that came from the words of the participants. As the 
participants all had something in common (that they are minority preservice 
teachers), patterns and connections among the data were seen as themes. 
By searching for categories and themes I also looked for similarities and 
interconnections that were evident among minority preservice teachers who lived 
and worked in various teacher education contexts. I analyzed my data using a 
software package, The Ethnoaraoh (Seidel, 1988), which assisted in managing and 
organizing the transcribed interview data. 
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Trustworthiness 
In order to establish trustworthiness in qualitative research, the investigator 
must convince readers that what is reported is worthwhile, sound, and relevant. 
Several criteria have been identified (Lincoln & Guba, 1985) that can be used to 
decide whether a study has trustworthiness: (a) credibility, including prolonged 
engagement, member checking, and peer debriefing, and (b) transferability. 
Credibility 
The credibility of a study, or whether the study is "carried out in a way that the 
findings will be found to be credible" (Lincoln & Guba, 1985, p. 296), can be 
accomplished by designing a study that ensures several things. I designed this 
study to include the techniques of prolonged engagement, member checking, and 
peer debriefing to ensure the credibility of my research. 
Prolonged Engagement 
The technique of prolonged engagement is naturally used in a 
phenomenological interviewing study. Investing adequate time I was able to get to 
know my participants, establish rapport and build trust which assisted in the 
interviewing process. I did not, however, assume the format of three 90-minute 
interviews with each participant over a 10-day period of time would result in total 
trust and rapport, but I found that the phenomenological interviewing methodology 
provided sufficient time during this investigation to establish credibility. 
Member Checking 
Member checking was a method I used to corroborate information as I asked 
the participants to read and comment on transcripts of their interviews. Since all of 
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the interviews involved the thoughts of the participants transcribed directly from the 
audiotape, it was a way of checking to make sure there were no inaccuracies. It 
also gave them an opportunity to add something that they believed was relevant, 
delete ideas that they believed misrepresented their views, and alter statements to 
more fairly represent their viewpoint. 
In addition, member checking was a way to keep my participants involved in 
the research process and the interviewing relationship for a longer period of time. I 
asked my participants to read copies of the transcripts and offer feedback after the 
actual interviews were completed. 
Peer Debriefing 
Peer debriefing was a third technique that I used to check the credibility of my 
study by interacting with a colleague who questioned and challenged my data. My 
peer debriefer was someone who was experienced in qualitative research, but was 
not directly involved with my study. Prior to and throughout my data collection, I met 
with my peer debriefer to talk over procedures, discussed any issues that surfaced 
about participants and reported on the progress of the interviews. We met at least 
once every two weeks. I asked my peer debriefer to read certain sections of the 
transcripts for several reasons. 
Reading the transcripts helped keep a check on my own interviewing skills. 
At times we discussed alternatives to handle sticky situations that would arise during 
the interviews and methods of how to obtain the best responses from the 
participants without abandoning the phenomenological interviewing technique. On 
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other occasions, I asked her to listen to specific parts of a taped interview to 
determine if the participant was focused on the topic. 
Transferability 
The second criterion suggested as a means to establish trustworthiness is 
transferability. A study has transferability when the researcher provides "the data 
base that makes transferability judgments possible on the part of potential appliers" 
(Lincoln & Guba, 1985, p. 316). These potential appliers are minority preservice 
teachers or teacher educators who, because of the technique of thick description 
that phenomenological interviewing commands and from the descriptions I provided 
in my writing, could extract information from my study that may be pertinent to their 
experience. 
By transcribing each interview verbatim, and assigning categories and 
themes to words, phrases or ideas that were reiterated and duplicated among my 
participants, I gradually accumulated a thick description of the topic. Readers of the 
dissertation can take this information and apply it to or compare with their own 
experiences. 
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CHAPTER IV 
RESULTS 
Introduction 
Results of this dissertation study are discussed in six parts of this chapter. 
In the first section, a demographic overview of participants is presented (see 
Table 2). In addition, this section briefly introduces each of the fifteen 
participants and enables the reader to become acquainted with each individual. 
This is merely an overview with further insights and understandings about each 
participant revealed later during discussion of participants’ perspectives on 
being minority members of the teacher education programs. 
In the second section, I introduce information about each institution and 
teacher education program in which the participants were enrolled. Comments 
from the participants concerning the curriculum and interactions with professors, 
staff, and peers in the program also are given. 
In Section Three participants’ feelings about being a minority are 
presented on a continuum. Section Four examines features of the participants’ 
elementary and secondary school experiences. Section Five contains coping 
strategies used by the participants. Section Six consists of the support systems 
used by the participants. 
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Table 2. Participant Demographics 
A B C D E F G H 1 J K L M 
Brenda 19 S Puerto 
Rican 
Yes Yes/No Yes 5 Elementary 
Education 
1 Yes Yes No 
Carmen 21 P Puerto 
Rican 
No Yes/Yes No 21 Recreation 3 No No Yes 
David 19 P Jamaican Yes Yes/Yes No 19 Physical 
Education 
2 Yes No No 
Jasmine 20 S African 
American 
No Yes/Yes Yes 20 Secondary 
Education 
3 No No Yes 
John 19 P Mexican 
Irish 
No Yes/Yes No 19 Physical 
Education 
2 No No No 
Kai 23 S Japanese 
Hawaiian 
Yes No/No Yes 4 Secondary 
Education 
2 Yes No No 
Lena 25 P AA- 
Hispanic 
No Yes/No Yes 25 Elementary 
Education 
2 Yes No No 
Lolita 28 s Cape 
Verdean 
No Yes/No No 28 Science/ 
Math 
1 No No No 
Phil 23 p Puerto 
Rican 
No No/No No 23 Physical 
Education 
2 No No Yes 
Quinn 20 p Colombian Yes Yes/Yes No 20 Physical 
Education 
2 No Yes No 
Ramond 27 s African 
American 
No Yes/No Yes 27 Math 3 No No No 
Robert 22 s Puerto 
Rican 
Yes No/No Yes 8 Physical 
Education 
4 Yes Yes No 
Shannon 21 s Puerto 
Rican 
No Yes/No No 21 Elementary 
Education 
3 No No No 
Terry 45 s Hispanic Yes No/No No 23 Business 
Education 
4 Yes Yes No 
Thy 30 s Cambodian Yes Yes/No No 12 Physics 4 Yes Yes Yes 
Key: A-Participant 
B-Age 
C-lnstitution: State(S) Private(P) 
D-Cultural Identity 
E-Bom outside USA mainland 
F-European Amer. school/neighborhood 
G-Lone minority in program 
H-Years on the mainland USA 
I- Major 
J- Year in program 
K-Culturally diverse teachers in USA 
L-ESL M - Minority clubs 
Participants represented a wide range of cultural backgrounds. Female 
participants included three Puerto Ricans, one Spaniard, one Cape Verdean, 
one African American, and one African American-Hispanic. Male participants 
57 
consisted of one Colombian, two Puerto Ricans, one Mexican-lrish, one 
Cambodian, one African American, one Japanese-Hawaiian, and one Jamaican. 
Participant Demographics and Introduction to Participants 
Seven of the fifteen participants were born in their native countries and 
moved to the continental United States either during kindergarten, high school, 
or after becoming an adult with a family. The years of residency for these 
participants in the continental United States ranged from as few as four years 
(Kai) to as many as 23 years (Terry). In addition, five participants identified 
English as their second language and four of the five participants with limited 
English proficiency at the time of the interviews. 
Participants in this study were enrolled in formal teacher education 
programs that represented five different state and private colleges or universities 
in the Northeast. Student populations at these institutions varied from 1,GOO- 
28,000 at the five institutions, with teacher education programs in different 
departments. Fields of study chosen by participants included math, elementary 
education, physical education, recreation therapy, business education, 
secondary education, science, and physics. 
Four of the participants had grown up in predominantly white communities 
and participants had attended public or private schools as the only, or one of a 
few minorities in their classes. Only two of the 15 participants took classes 
during their elementary or secondary experiences in the mainland United States 
where they had at least one minority teacher. Five participants were presently, 
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or recently involved with minority organizations (e.g., as tutors, volunteers, or 
advocates) either on or off-campus during their college careers. 
While these fifteen participants represented diverse cultures, different 
teacher education programs, and fields of study at various types of institutions, 
and while they identified with their cultural heritage at different levels and in 
different ways, one common thread stood out clearly: the overwhelming majority 
had never been students in a class taught by a minority teacher. Despite this 
factor, or in some cases directly because of this reality, these individuals had 
decided to become teachers. This detail is a significant consideration of which 
the reader should be aware while reading the participant profiles which follow. 
Brenda 
Born in Puerto Rico, Brenda had only been in the United States for five 
years. At 19, she had experienced a number of barriers during her brief life. 
Unfamiliar with English and having no American friends, Brenda entered high 
school in the Northeast at 14. In addition, Brenda is only one of two members in 
a very large extended family to seek an education. Brenda works part-time 
during the school year and full-time during school breaks to help support herself. 
Her parents, two brothers, a very large extended family, a boyfriend, and a 
church community offer love and emotional support for her. During her 
interviews, Brenda was a first year preservice teacher majoring in elementary 
education and Spanish at a small state college. 
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Carmen 
Carmen, of Puerto Rican heritage, grew up in a predominantly European 
American neighborhood and attended schools where she was in the cultural 
minority. Carmen came from a single parent family with a younger sister and 
brother who looked to her for advice and emotional support. Her mother had 
been the driving force for her to succeed in life. Carmen felt pressure to do well 
in school, not only for herself, but so as not to disappoint her family. 
Extremely animated and sociable, Carmen had always been a popular 
student with good grades. In high school, she was a member of the 
cheerleading squad and at the time of the interviews, continued to conduct 
workshops at colleges during her vacations. Carmen was in her third year in 
recreational therapy at a small private college that is mainly European American. 
Carmen’s aspirations were to teach at the secondary level, and concentrate her 
efforts on troubled inner city youth. 
David 
David, of Jamaican descent, grew up in a Northeastern inner city situation 
with little birth-parent support. Raised by a grandmother, his coaches and 
school staff played a pivotal role in his upbringing and became his surrogate 
family. Interested in organized sports and competition from an early age, David 
learned that teaching and coaching could be one way to secure an education 
and direct his life. 
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David was in his second year of a physical education teacher preparation 
program at a small private college. He described himself as an athlete and 
football player first and a coach and beginning teacher second. As David’s 
coaches were a positive influence on him, David believed that through coaching 
he could also affect other students lives as a role model. 
Jasmine 
Jasmine was a 20-year-old African American elementary teacher 
education student. She had been one of a few minorities in her private school 
and was an honor roll student when she enrolled in a public junior high school. 
Jasmine related the problems of living in an all-white neighborhood with all-white 
friends and simultaneously trying to be accepted by the black students at the 
junior high and high school. 
Jasmine described herself as having transcended from the white world 
neighborhoods to the inner city projects in her attempt to fit in with her black 
peer group. Her goals of going to college and being a teacher were not 
thwarted, however, even though she became pregnant at 17 and had a son at 
18. After graduating with a teaching certificate in elementary education, 
Jasmine hoped to teach and go on for her master’s degree at a historically Black 
college in the South. 
John 
John’s father is second generation Mexican and his mother is Irish. At 19, 
John was in his second year in the physical education teacher education 
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program at a small private college that is predominantly European American. He 
is a volleyball player and was recruited to play at the college, but is not on 
scholarship. 
John grew up in a mainly European American neighborhood in the 
suburbs and attended the neighborhood school. He believed he was a positive 
influence for the students whom he taught during one of his early field 
experiences at an inner city school. John admitted to still being a kid, not 
wanting to grow up, playing around a lot and just having fun. He was adamantly 
opposed to putting any kind of drugs and alcohol in his body. John was an 
advocate for taking care of your body and very dedicated to the church and his 
religion (Catholicism). 
Kaj 
Growing up in Hawaii, Kai was a 23-year-old Japanese Hawaiian student 
enrolled in the secondary teacher education program at a small state college. 
He had attempted other courses of study at community colleges in Hawaii before 
deciding to come to Massachusetts and major in psychology or history. The 
driving force in his life from his early years was the after-school, YMCA- 
sponsored sport programs. He still enjoys coaching youth leagues in his spare 
time. 
Kai related the usual problems of growing up in Hawaii but constantly 
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stressed his small statue as the primary obstacle to success in all areas of his 
life. His awareness that he was a minority was new to him, since he grew up in a 
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culturally diverse environment in Hawaii. Kai faced new experiences relating to 
other minorities, since he had not been exposed to African Americans or 
Hispanics prior to moving to the Northeast. 
Lena 
Born in the Northeast, Lena is a 25-year-old nontraditional student who 
identified herself as African American and Hispanic and had moved to the south 
when she was 10. After moving back to the Northeast from the south where she 
had gone to public school and community college, worked at a bank, been 
married and had a child, she entered the elementary education program at a 
small private college. 
At the time of the interviews, Lena declared that she had ignored the 
African American part of her heritage until recently. She described only negative 
experiences concerning African Americans during her early school years in the 
south and their responses toward her. Lena related how active she was in her 
church, while raising her daughter and studying to be an elementary teacher 
with hopes of becoming a teacher and a principal in an inner city elementary 
school. 
Lolita 
Lolita is Cape Verdean and grew up in a fairly diverse community as the 
oldest child in a large family. At 28, she had recently entered the teacher 
education program at a moderately sized state university. For three years, she 
had been teaching science and physics as a substitute for the local high school. 
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Because Lolita is paying for her education and working full-time at a second job 
in addition to her substitute position, she is taking only one course per semester 
in teacher education at a state university near her home. 
Lolita has chosen a teaching career as somewhat of a last resort. 
Throughout high school she was encouraged by her teachers to go into math 
and engineering. She graduated with a degree in engineering from a large 
private university and had several opportunities to secure a job in engineering 
but because of her grade point average (and perhaps gender discrimination) had 
not been as fortunate as some in finding a job. 
Phil 
Phil is Puerto Rican, born and raised in a large, urban, inner city 
environment. He was reared in a loving, single parent family where the qualities 
of strength of character, inner fortitude, and honesty were modeled by a self- 
sacrificing mother. The quiet self-confidence that radiated from Phil had a great 
deal to do with the positive, solid family values exhibited by his mother and 
grandparents. 
Phil learned to accept responsibility for his actions at an early age. 
Through hard work and recognizing positive opportunities that came his way, 
Phil was offered a minority scholarship to the small private college where he was 
a third year student in the physical education teacher education program at the 
time of the interviews. Phil talked extensively about the major adjustment he had 
to make coming from a culturally diverse environment in the city where he was in 
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the “majority” to a primarily European American atmosphere at the college where 
he was one of a few minorities on campus. 
Quinn 
Born in Colombia, South America, Quinn, his brother, and parents came 
to the United States when Quinn was in kindergarten. He entered school 
speaking only Spanish, but learned English quickly since his family was one of 
the few minorities in town and at his school. Quinn grew up in the suburbs and 
became part of the predominantly European-American environment and way of 
life. His parents were supportive of him and encouraged Quinn to play sports 
during each season of the year. In addition to offering emotional support during 
his college years, Quinn’s parents helped financially as well. Quinn was in his 
second year of physical education teacher education at a small private college. 
Ramond 
Ramond, an African American, was the only participant who was teaching 
while enrolled in a teacher education certification program. Ramond was a 27- 
year old secondary teacher education student who was recruited from Florida to 
teach in the Northeast after graduating with a math degree from a historically 
black college. At the time of the interviews, Ramond was teaching at a middle 
school and completing the requirements for his post-baccalaureate teacher 
certification in secondary education at a small public college. 
Ramond had attended private and public schools in New Jersey and 
Michigan where he was the only minority in his accelerated classes before 
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moving to Florida to attend college. At the public school where he was teaching 
at the time of the interviews, Ramond was the only male minority teacher on the 
faculty. Teaching was not the primary interest in Ramond’s life, as he was an 
aspiring record producer with a recording studio in his home. He approached 
teaching as something worthy to do until he could devote his entire time to a 
career as a record producer. 
Robert 
Robert was born in Puerto Rico and came to the United States as a first 
year high school student. He entered a large inner city high school where 
European Americans were in the minority and Hispanics and African Americans 
were the majority. When his parents had to return to Puerto Rico, he refused to 
go, staying with a cousin in order to graduate from high school. Robert wanted 
to go to college. At the time of his interviews, he was 22, and was in a physical 
education teacher education program at a large state university and student 
teaching at a culturally diverse high school. 
Robert felt comfortable with most of the kids because he said they would 
do things that he used to do when he would get in trouble. He talked about 
growing accustomed to “having his teaching shoes on” and becoming more 
professional with his students. Robert believed he could relate to his minority 
students better than European American kids, and thought he would eventually 
return to teach in the city where he went to high school. 
66 
Shannon 
Shannon is Puerto Rican and was studying elementary education at a 
large state university at the time of the interviews. At 21, she had been raised in 
a single parent family with an older brother. Growing up, Shannon lived in an 
urban Puerto Rican community in a mid-sized city, but attended public school in 
a predominantly European American setting. Shannon had always wanted to 
teach and was a strong advocate of the teaching profession. Involved totally with 
her students at her prepracticum site, Shannon believed that teachers have a 
responsibility to be counselor, parent, and friend as well as teacher to the 
children with whom they interact every day. 
Terry 
Terry is the oldest participant, having grown up in the province of Navarro 
in Spain. She learned to speak English in England and French in Belgium 
before coming to the United States as a young married woman. Terry always 
wanted to teach, but because of life circumstances was unable to begin teacher 
education until after having a successful business career and raising her family. 
During the interviews, Terry was in her last semester in business education 
teacher education at a moderately sized state university and looked forward to 
student teaching. She felt a real commitment to her community and wants to 
work with the large Puerto Rican contingency of students in her community to 
develop their business expertise. 
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Thv 
Thy is a 30-year-old male from Cambodia and has been in the United 
States for 12 years. He related an unbelievable personal background that 
included near death experiences before coming to this country. Most of his 
family was killed, but his sister and brother are still in Cambodia and are in 
contact with him. 
Upon arrival in the United States, Thy was adopted by American parents 
who were both teachers. Thy spoke of great barriers and adjustments that he 
had to make. Entering ninth grade as an 18-year-old, trying to understand 
American students’ perceptions of teachers and authority, learning English for 
the first time, and attempting to adapt to an unfamiliar way of life were only a few 
adjustments. 
When he was not student teaching in physics and science at a middle 
school, Thy was very involved working in a leadership position within a 
structured minority organization for the Cambodian community. He traveled 
extensively in the areas of the state where there were large contingents of 
Cambodians. Thy believed that through his support and influence the 
Cambodian people in his state in particular and this country in general will 
continue to be strong in character and self-sufficient. 
Summary 
It is evident that while each of these fifteen participants is a minority 
preservice teacher, each is unique as well: in their background, experiences, 
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and attitudes toward being a minority, teaching, and life in general. Participants 
were from vastly different neighborhoods and schools, ranging from large 
ethnically diverse cities and towns to small, monocultural communities. In 
addition, these participants came from varied family units, from large extended 
families to a one parent household with few siblings. For different reasons, 
participants chose teacher education programs in a large state university, small 
and medium state colleges, and two small private institutions. In the following 
section, characteristics of their various teacher education programs are 
addressed. 
Participating Institutions and Teacher Education Programs 
In this section, the five teacher education programs in which the 15 
participants were enrolled are described (see Table 3). Included in the 
information about each program are comments and opinions from the 
participants who chose to address concerns about the curriculum, professors, 
and peers in their particular teacher education programs. Comments by the 
participants range from superficial observations to extremely astute and 
discerning suggestions for change. Institutions where these teacher education 
programs were located are categorized as either public or private and by size 
(small, medium or large). 
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Table 3. Teacher Education Programs and Representative Institutions 
Institution Participants Teacher Prep 
Faculty/Students 
Prepractica/Early 
Field Experiences 
Descriptors 
Borman State 
(Public-large) 
Robert, 
Shannon, Thy 
10/30 
Elementary/ 
Secondary 
Programs 
5/18 
Professional 
Preparation in 
Physical Education 
Peer teaching 
Micro teaching 
Teaching 
Observations 
Multi¬ 
faceted 
Eclectic 
Social and 
cultural 
awareness 
Eastman State 
(Public-medium) 
Lolita, Terry 8/25 
Elementary/ 
Secondary 
Programs 
Teaching 
Observation 
Education 
minor 
Many 
students 
have degree 
in other 
fields first 
Flanders 
(Private-small) 
Lena 8/16 
Elementary/ 
Secondary 
Programs 
Observations only Catholic 
Double 
major 
required in 
Education 
and other 
field 
Powell State 
(Public-small) 
Brenda, 
Jasmine, Kai, 
Ramond 
9/15 
Elementary/ 
Secondary 
Programs 
Observations only Liberal arts 
foundation; 
public/huma 
n services 
focus 
Tyler 
(Private-small) 
Carmen, 
David, John, 
Phil, Quinn 
10/150 
Physical Education 
Teacher 
Preparation 
Peer teaching 
Micro teaching 
Teaching 
Observations 
Community- 
school 
partnerships 
Each of the institutions offered formal teacher education programs 
adhering to specific teacher certification requirements approved by the state in 
which they were located. While these programs were similar in several respects 
(particular state certification coursework requirements, field experiences with 
various courses), they were different in others (size of institution, size of the 
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teacher education program, number of faculty and students, and required 
sequence of courses, and specific curricula). 
Borman State 
Located in a picturesque valley and rural setting in the Northeast, Borman 
State is a Research I University (Carnegie classification) with an enrollment of 
approximately 23,000 students, made up of almost 17,000 undergraduates 
and6,000 graduate students in various fields of study. More than 90% of the 
1,109 faculty hold the highest degree in their fields. Research is a major focus 
at Borman State with a major share of funding coming from faculty research 
grants as well as from the host state. The mission statement of Borman State 
includes a commitment to diversity, affirmative action, civility, equal opportunity 
and a free exchange of ideas. Borman State is surrounded by other institutions, 
both public and private, making it a hub of academia in the area. Borman State 
proclaims that minority issues and concerns are a top priority and primary 
mission of the institution. 
“Multifaceted” and “eclectic" were words that came to mind as I drove 
through the campus of Borman State for the first time. As I passed residence 
halls, administrative buildings, the library, and research facilities, each building 
was architecturally different from the one that preceded it. This fact, however, 
made perfect sense to me. The buildings appeared to reflect the diversity of the 
campus as promised in the catalog. There was evidence of a culturally diverse 
and socially aware student population. As I neared the building where the 
71 
School of Education was located, I passed two or three different groups of 
students displaying banners and posters, protesting in favor of social and 
political causes that ran the gamut from right wing conservatism to socialism. 
The School of Education at Borman State proclaimed “a fundamental 
commitment to social justice and diversity”. The School of Education offers 
programs leading to certification for teachers of Early Childhood, Elementary 
Education and Secondary Education for teachers of English, Math, Social 
Studies, and the Sciences, and a comprehensive K-12 certification for physical 
education, art, music, and world languages. 
Two of these programs were under the School of Education “umbrella”; 
the Elementary Teacher Education Program and the Secondary Teacher 
Education Program in which Shannon and Thy were enrolled. The third teacher 
education program was a part of the Professional Preparation in Physical 
Education Department where Robert was a preservice teacher. 
Elementary Teacher Education Program. Shannon was enrolled in this 
program and preparing to teach grades 1-6. The program has a strong liberal 
arts background based on educational theory lectures and discussions in a 
classroom setting with multiple opportunities to experience practicing these 
concepts in an elementary classroom setting. Shannon and others in the 
program take a sequence of courses and specific educational competencies 
must be met before taking the next level in the sequence. Courses covering the 
subject area content of elementary education such as Reading, Oral and Written 
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Communication, Mathematics, Sciences, Social Studies, the Arts, Health and 
Physical Education are included in the curriculum. 
Shannon was a local student having grown up in a community about 10 
miles from Borman State. The minority program there recruited Shannon with 
promises of support and help for her learning disability and assurances of a 
multicultural education program that Shannon, once enrolled, perceived as less 
than helpful and “not what they say they are”. Shannon was dissatisfied with the 
program at Borman State for several reasons. First, she believed there were 
built-in barriers for recruitment and retention of minorities in the program. 
I belonged to a program that brings in minority students into the university 
and I went for counseling one day because I felt that I could be doing 
better in all my classes and the counselor was not helpful at all, she 
basically said “you’re just lazy and that’s why you’re failing and you must 
not want to be in school”. She wasn’t talking with me, she was talking 
down at me. I can’t recommend this program and school to other 
minorities because of the way they treat us. 
After this incident, Shannon voluntarily sought help from another program 
at the university where she received help for a learning disability. 
Now, I sometimes think of that other counselor and what she told me. I 
am lazy like everyone else some days, but I have to work three times as 
hard as the average individual does because of my learning disability and 
I don’t think she took the time to understand me. 
The second complaint that Shannon had with the program was the lack of 
a multicultural focus. Although the program espoused diversity in the mission 
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statement, Shannon was of the opinion that the assignments in her classes 
could have been more original and truly multicultural. 
We all have to take a multicultural course, but it’s not practice. We bring 
in one article about multicultural education, but bringing in a person who 
has experienced multicultural, like a person from Africa or Spain 
explaining about their culture would be better. They could have used me 
a long time ago for input on Puerto Rico or any person of color. 
In addition, Shannon had real concerns about the lack of camaraderie 
within her teacher education program. She was one of six minorities in the 
program and expressed the opinion that it was a struggle to be in classes with 
the Caucasian students. 
You know we’re supposed to be “team” in this teacher education program, 
you know rely on each other, you know, be good peers and help each 
other. And I don’t really feel that I have gotten the necessary skills to 
work with other teachers in the schools. I don’t feel that I can open myself 
up as I would like because people are so judgmental and snickering 
constantly while people are talking. I don’t feel safe in that environment. 
Shannon said that the majority of her peers were “mainly female, blonde, 
blue-eyed Caucasians” and she felt “invisible” when trying to respond in class 
because the facilitator seldom called on her or asked for input from the other 
minorities in the class. 
I think the program preaches one thing and does another. I think that the 
department should make it clear that minorities are accepted into the 
program. I don’t think it does us justice. We go through the same thing to 
get in here as everyone else. But the blonde, blue-eyed students think 
that we got a free ride to get in here. 
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Shannon used the words “judgmental” and “feeling invisible” as she 
referred to the reactions of the other students toward her and how she felt 
whenever she walked into her classroom. 
I want to be greeted like everyone else. I don’t want to be looked at in a 
sarcastic or snotty manner. The rolling of the eyes, for instance and the 
body language as soon as I sit down and you squish over to the edge of 
your seat away from me. I feel that these people are going to have to 
open their mind if they expect to teach because there’s going to be a lot of 
color in the schools and in their classes and they shouldn’t teach if they 
feel like that. 
Secondary Teacher Education Program. After Thy graduated from 
Borman State with a degree in forestry, wildlife and wood science, he found that 
he could not secure a job as he had hoped. 
I applied for a lot of jobs, people were not friendly at all, I know it was 
because they thought I would not have a good interaction with the blue 
collar workers because I’m a minority and people might not respect me as 
their supervisor. 
As a last resort, Thy decided that he would try teaching and entered the 
Secondary Teacher Education Program at Borman State. He was preparing to 
teach at the middle school level (grades 5-9) in Earth Science, and Physics. 
The program at Borman State has several courses that offered Thy the 
opportunity to explore his own identity through reflection of life experiences prior 
to teaching real students. Borman State believes that in order to effectively teach 
all young people regardless of race, gender, or social class, the teacher must 
know themselves. In addition, Thy had an opportunity to work within three 
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schools that are earmarked as professional development schools. With 
approximately 60 full-time faculty associated with the School of Education, 10 
faculty work directly within the Elementary and Secondary Teacher Education 
Programs. 
Thy’s perception of the teacher education program at Borman State was 
less caustic than that of Shannon. Overall Thy said that “the professors are very 
understanding in the School of Education” and that “the curriculum has given me 
a lot of power to be a minority”. One reason for this may have been because 
Thy was older (32), a graduate student, and already had a degree in another 
subject area prior to becoming certified in the secondary teacher education 
program. Thy was somewhat restrained, however, in dealings with his peers in 
the program when he said, “I don’t just open my mind and share everything. 
First I check to see if we share something in common and if people are on my 
side. I look to see if they are approachable before I say anything”. 
He went on to say that “I realize I was different from the other students, I 
always had my ear open”. The fact that he had lived the first 18 years of his life 
in another culture may have accounted for this feeling. Thy intimated that “they 
don’t mean any harm by their actions because it is based on their experiences”. 
Thy believed he was realistic about his expectations of peers in and out of the 
classroom. He did not count on always successfully socializing with other 
Americans. 
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Being independent is how the American mainstream acts and everyone is 
treated the same here; but it is not the Cambodian way. Americans know 
how to communicate in the classroom, like acting socially and taking 
turns. Not many Cambodians can socialize with Americans because they 
[Cambodians] would rather go to Temple, that is our social life. 
Professional Preparation in Physical Education Department. In the 
teacher education program in this department at Borman State, there were 5 full¬ 
time faculty and 3-5 doctoral teaching assistants. Robert was accepted into the 
program and was preparing to teach and coach physical education in public and 
private schools. Upon completion of the program Robert would be eligible for 
teacher certification at grade levels K-9, 5-12, or both. Robert formally applied 
and was accepted into the “Block” program at the start of his junior year after 
completing requirements in activity courses, several psychology courses, and a 
pre-program, sophomore seminar in which teaching as a career and physical 
education as a subject in schools were explored. Other requirements for 
completion of the program include Biology, Anatomy and Physiology, Exercise 
Physiology, additional activity courses, a student teaching seminar, Special 
Physical Education, First Aid/CPR, and the sequence of Blocks I, II, and III. 
Each Block focused on special topics such as motor development, lesson 
and unit planning implementation, peer teaching, micro teaching, elementary 
and secondary physical education, and issues of sexism, racism, and 
multiculturalism. Supervised teaching experiences with public school children 
were integrated into all three Blocks. Full-time student teaching internships at 
grades K-9 and 5-12 were taken during the last semester of Block III. 
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Robert knew nothing about the university which was located “in the 
country”, a very different setting from the one to which he had become 
accustomed in the urban setting of a large Northeast city. Robert was unsure 
what he wanted to do with his future and was advised by his guidance counselor 
that he might want to pursue a career in teaching physical education since he 
enjoyed sports. Borman State had a small, well-known program that prepared 
students to teach and the university was only a two hour drive from the city 
where Robert had attended high school. Robert was encouraged to consider 
Borman State by the science teacher at the high school who was an alumnus 
and since the mission statement of the university was “pro-minority” Robert 
decided to apply. 
There have been one or two students that I’ve thought about talking to but 
then their behavior or something changes. And I am real sensitive, I pick 
up a lot of what the body says, and when I see a different attitude and I 
think they are dealing with me because they came from a different 
background than me. 
Being the only minority and one of 11 students in his last year of the 
Block program was uncomfortable for him. Robert emphasized, “after all there 
are ten of them and only one of me, and out of the ten no one makes an effort, 
you know?” He wanted to be included, yet and still “I don’t want to cause any 
disturbances and place myself in the spotlight”. Robert said he understood his 
“dilemma”. 
I mean I understand why they act that way because they come from a 
totally different setup (background) and that’s what we talked about in the 
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first interview (with the faculty) about my background, the stereotypes and 
how it was different from the rest of the students and how it could lead to 
more stereotyping. 
Robert also had a similar opinion to Shannon’s about the need to be seen 
as a member of the same team with the other students in his program. He said, 
“this competition in classes made me think that I knew less than they did, but I 
didn’t. I was like I didn’t feel that I could jump in and fit in”. 
Speaking English as a second language, being the only minority in the 
teacher education program, and being new to the Northeast, Robert did not want 
to be seen as a separate entity from the others in his class, but at the same time 
that he didn’t want to feel invisible, he did not want to be put in the “spotlight” 
either. 
Robert believed that his feelings of inadequacy could have been allayed 
through having more outside social activities within the program. He related one 
instance where he did get together with other students in the Block on the 
weekend. 
Tony had a party and he called me and we all got together and hung out 
at his party. And you could see there was less caution, it was more open, 
more relaxed. I was able to communicate and people were talking to me. 
Not like in class where you’ve got to watch it and pretend because you 
are competing with the knowledge of the Block, they have the attitude like 
“I’m going to show everybody that I know and I know better than you and 
they’re going to respect me better for that”. 
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Robert saw the teacher education program at Borman State as using a 
very sensitive and democratic approach and attempting to develop critical 
problem skills that would be helpful later in the classroom. Coming from an 
extremely strict home life where “questions were not encouraged about 
anything”, may have been one reason Robert did not feel comfortable “in the 
spotlight” or was quiet and didn’t want to “make any disturbances”. 
The viewpoints of Shannon, Robert, and Thy about their teacher 
education programs can best be illustrated by Thy’s comment: “as a minority you 
have to learn to comply with the mainstream, because you know that you are not 
being accepted for who you are, but how well vou comply with the American 
culture”. 
Eastman State 
Eastman State is located at the opposite end of the state from Borman 
State in the southeastern coastal region. It has a student population of 
approximately 6200 undergraduates and 339 full-time faculty. Eastman State 
has 36 departments within five colleges. With only 2100 students living on 
campus, and 1,000 evening students, this institution is “commuter accessible”. 
Eastman State provides educational programs, research, extension, and 
continuing education services in the liberal and creative arts and sciences. 
Unlike my reaction when first seeing Borman State, I was surprised and a 
bit “turned-off” at the Eastman State campus. Turning from the main road onto a 
long drive, a series of gray, modern, irregularly-shaped buildings set back away 
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from the road came into view. Immediately, I was reminded of a scene from an 
army film that included a multitude of barracks for the troops. The Eastman 
State catalog refers to this campus design as "dramatic”. 
While considering the starkness of the buildings and grounds of the 
Eastman State campus from my car, I thought about the difference between the 
architecture of this campus and the quaint, historical, and refurbished port cities 
of Elway and James Pond, just a few miles down the road. Evidently, the 
architect was not attempting to reproduce the flavor of the region in the design of 
the campus! 
Teacher Preparation Program. Lolita and Terry were enrolled in the 
Teacher Preparation Program of the Eastman State Education Department. The 
program has 8 full-time faculty and prepares students to become elementary, 
middle, or secondary school teachers. Both Terry and Lolita were preparing to 
become certified in secondary education. Eastman State requires future 
teachers to devote their time to study in another field while participating in the 
teacher certification program. The philosophy of the department states “that a 
strong theoretical background will produce more knowledgeable teachers” and 
so Lolita and Terry were not majoring in education. Not unlike many other 
students, Lolita and Terry previously completed bachelor’s degrees in 
engineering and business respectively. 
After the first year, Lolita and Terry begin to focus on education courses, 
such as Teaching as a Profession, and Human Development and Learning. 
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These courses are taken concurrently with their major courses. In the senior 
year, they complete a teaching practicum. Lolita and Terry will teach at schools 
within the community at the secondary level to meet the requirements for state 
certification. 
Lolita had lived in this region of the Northeast all her life. Eastman State 
had recruited her as a minority to enter the teacher education program and 
become certified to teach. Lolita already had a bachelor’s degree in 
engineering. Since she was a permanent substitute and worked as a waitress at 
a local restaurant, the accessibility of attending school at night and on the 
weekends made Eastman State convenient for her. Lolita emphasized “they’re 
telling me I have a long way to go because I’m only taking one course. I just 
started going on Saturday mornings and at night because of my work schedule”. 
Since Lolita had been teaching four years in the interim position in life 
science and physics at the high school, Eastman State’s mandatory 60 hour 
classroom observation was a requirement with which she adamantly disagreed. 
There aren’t enough physics classes that I could observe that would take 
up 60 hours. And I already have been teaching physics four years. I told 
them it would be a waste of my time, 60 hours was too much. So they let 
me choose another classroom, so I observed in the alternative program 
for special needs kids. 
Lolita believed that because she had experience teaching, a great deal of 
the information she was receiving (at least in her first class) was information with 
which she was already familiar and practicing everyday. Her perception was 
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that the teacher education program did not take into account her experience and 
the expertise which she felt had become a natural part of her teaching style. 
Lolita said that since she was “the first minority female to come into 
Eastman State in a long time she thought they would be willing to make small 
sacrifices”. But, she continued, “I’m so used to it [not being afforded sacrifices] 
by now, I just take it, but it still sucks sometimes”. Lolita’s impression was that 
the administrators of the program at Eastman State were “more concerned with 
keeping their jobs than with what is best for me”. 
In discussing one of the classes she had taken she remarked that “the 
text that we used was too basic, I really didn’t even have to study. We had to fill 
out these observation sheets that were ridiculous, they were too basic”. She did, 
however, like her professor because he had “lots of interaction with the class, 
not just lecture”. Not everyone in the class, though liked his tests”. Lolita 
indicated that a lot of the people in her class thought the professor was too 
lenient, but she liked his method of teaching. His tests were based on opinions 
more than content and she admitted that “someone could go through the whole 
course without reading the book. But he was easy to talk to and straight forward 
-1 liked him”. 
Terry had a bachelor’s degree in business and a full time job as a 
bookkeeper with an American company located in the region. With a husband 
and daughter at home, attending school at Eastman State on the weekends and 
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at night was an attractive option for her. She did, however, have a great deal to 
say about the teacher education program at Eastman. 
Terry said that despite the fact that she was older and more financially 
secure, she believed that Eastman “demanded too much of the teaching 
students”. 
They’re asking them to drop everything, do the practicum and not get 
reimbursed. And on top of that to pay $2000 to do it and I think that’s so 
unfair. They’re crying for teachers, but they’re not facilitating things for 
these young teachers. The other students in my class are saying “how 
are we going to do it? We need a job while we do the practicum”! 
Terry suggested one solution might be to do the practicum only during 
certain hours of the day, so that the student teacher would still be able to keep a 
job as well. She anticipated having to work at night and on the weekends in 
order to keep her job as a bookkeeper at the company where she had been 
employed for ten years. This was in addition to taking courses two nights a 
week during her practicum. Terry also believed that the requirements of 300 
hours of “actual teaching” shouldn’t last the entire semester as she said, “and 
then another thing I found disturbing is that we have to student teach the entire 
semester. The requirement is 300 hours and that should not take more than two 
and a half months, not the entire semester”. 
Terry was hoping that she could have this requirement waived and tell the 
Eastman faculty “look I have a job to do after and I have to make some money 
too, so while I’m doing the practicum and not getting paid, I’d like to just do the 
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300 hours that are required and that’s it”. But she was resigned to the fact that 
“the university doesn’t want you to work because they consider you need all your 
time to prepare for the classes. But I have to work”. 
In addition, Terry was concerned that while her college supervisor would 
only visit her twice during her practicum she still had to pay for 15 credits. The 
college, she admitted “had to pay for your certification processing, but that still 
shouldn’t cost more than $200-$300 dollars, but it’s just another way that the 
administration is ripping teacher students off”. 
Terry talked about the changes she would make in the program if she had 
a magic wand. She believed the secondary education methods course should 
be combined with the field in which you’re being certified. Terry explained, 
“there is no need for the two, it would save the student the expense of three 
credits”. 
Terry also discussed how a change in the attitude of the administrative 
staff was needed. She was assertive in expressing her opinion. 
They look down on you too much. When they’re helping you they make 
you see they’re helping you, they are also looking down on you. Even the 
secretaries talk down to you. If my life was not in their hands, I would 
have told them off long ago. A lot of us are older, we have families, and 
we’ve decided to change careers. We don’t need the faculty hassling us 
or acting petty or stuffed up. 
Terry wished that she had been able to tailor a program to fit her needs in 
bilingual and business education. She wanted to teach business education to 
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students who were minorities but was not allowed to by the head of the 
department who said, “no you can not do that, it’s separate, you have to deal 
with that later”. Terry was not pleased and described this administrator as “very 
much into his ivory tower of school reform with a program for a certain city based 
on academic theory but not reality”. 
Terry found the professors not accessible to students, especially the night 
students. She did not feel comfortable calling and leaving messages because 
they would return the call and say “well, what do you want?” which made her feel 
as if she was “imposing”. Terry believed there was a discrepancy between the 
way the day and students were treated and the quality of teaching each 
received. 
Lastly, because Terry believed several of her courses resembled each 
other it would be beneficial if professors would model the cooperative learning 
concept by teaching cooperatively or try “team teaching”. She stressed that this 
would eliminate some of the competitiveness in several of her courses between 
students. 
In my methods classes it’s nice, because we share. I think all the 
students could benefit from that type of learning because it would make 
teachers less selfish. When you have to share with others you’re not 
thinking that people are going to threaten you. When you learn to work 
as a team, there is less chance for that feeling of threat.” 
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Handers College 
Flanders College is a Catholic liberal arts college for women with 
graduate and continuing education courses open to both men and women. 
Flanders College is committed to a strong liberal arts tradition to prepare 
students with more than one area of expertise. With a student body of 1200 
(600 full-time women students and 600 men and women who are part-time 
students) and a faculty of 50, Flanders College has a very low student-faculty 
ratio. Including education, there are 33 majors possible of study such as 
nursing, communication and sciences disorders, social work, international 
studies and paralegal studies. 
A short distance from a major interstate, Flanders College is located in 
the middle of a busy city. Once you are on the campus, however, you are 
sheltered from the traffic and noise of the business and residential sections of 
town. I was to meet my participant (Lena) at the library, so after parking my car, 
I discovered a short walk onto a spacious quadrangle. I had few chances to 
choose the wrong building as they were all right in front of me, in full view of 
where I was standing at the east end of the quadrangle. The buildings were a 
blend of Gothic and modern architecture, with statues situated amongst the 
plantings and shrubbery. The campus design reminded me of one of the 
traditional English quadrangles in Oxford or Cambridge. I headed for one of the 
modern buildings that had the largest windows with bookshelves, and it was 
indeed the library. 
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Teacher Education Program. The Teacher Education Program at 
Flanders College requires all education majors, of which Lena was one, to seek 
a second major in the liberal arts/sciences. Lena chose to major in elementary 
education (1-6) and sociology for certification. 
In the Teacher Education Program at Flanders College Lena was required 
to complete a prepracticum and provisional practicum. During the prepracticum 
Lena will take courses and participate in field experiences involving 30 hours of 
observations in area schools. During the provisional practicum, Lena will 
participate in student teaching and take a course entitled Diversity in Learning 
Communities. Lena assumed this course was offered since most of the students 
at Flanders are European American, have had little contact with minorities, and 
are required to do several observations at ethnically mixed schools in the 
Flanders College area. 
After returning to the Northeast from the south after 12 years, Lena 
moved in with her father’s family who lived a short distance from the school. 
Lena was recruited by a program at Flanders that targets young women with 
children who want to return to school and study nursing, teaching, or 
psychology. Despite not being the only minority recruited by this program, Lena 
was the only minority in her teacher education program. 
Lena was of the opinion that while Flanders College championed “being 
multicultural in the catalog”, they had a long way to go. Lena was one of a few 
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students along with the only minority professor who were interested in making 
the curriculum at Flanders College more multicultural. 
I was on a committee here with a professor to see if we could get an 
African American History course here. The only one they have in the 
area is at Dearing College. And they’ve been kinda slow here at Flanders 
getting one because they say they don’t have the funds to pay one, which 
is a lot of nonsense basically. One of the girls in our diversity club said 
“you know there’s a professor at Dearing who does it and she has an 
extensive background and I called her and she said she would be 
interested to be an adjunct faculty here. She said she thought Dearing 
would even pay her to teach a class here. So I gave it to the committee 
and I even gave it to the President of Flanders College and guess what-- 
nothing has been done. 
Even though Flanders had a “long way to go” as far as becoming more 
multicultural, Lena believed that some improvements had been made, especially 
in her education courses. 
I notice now in our education courses, they emphasize multiculturalism. 
They tell us “you’re going to have a variety of different students”. They 
really do, I have to say that the professors say that now whereas a few 
years ago, they didn’t emphasize that fact. 
Powell State 
Powell State is a public state-funded college located in a large city in the 
central part of the state. The college emphasizes the development of new 
programs in the biomedical sciences and health at the undergraduate and 
graduate levels in addition to sustaining strong programs in the liberal arts and 
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sciences. Powell State has approximately 3,000 full-time day students with 700 
undergraduate students who live on campus and 211 full-time faculty members. 
The route to Powell State from a major interstate winds through a busy 
downtown section where low income residents reside. Small family restaurants, 
convenience stores and businesses are scattered along either side of the street 
with traffic lights signaling four-way stops at frequent intervals. After several 
miles the road leads into a quieter, suburban neighborhood. Almost 
immediately, a short street between two elementary schools comes into view. 
The parking lot of the Powell State Campus Police and Learning Resources 
Center (library) is directly in front of me overlooking the campus. Though the 
campus is fairly small, (58 acres), most of the setting is wooded and the campus 
design appears to suit the landscape, with most of the buildings set back into the 
woods. 
The Department of Education and Human Resources at Powell State 
offers a wide range of programs for public and human service careers. Brenda 
was currently enrolled in the Elementary Education Teacher Certification 
Program. Although Jasmine, Kai, and Ramond were each enrolled in the 
Secondary Education Teacher Certification Program. 
Elementary Education Teacher Certification Program. Brenda was being 
prepared for state certification as a teacher of children (grades 1-6). The 
program of study is based upon a broad liberal arts foundation within the teacher 
preparation program. Brenda must pass through three stages successfully 
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before completing the requirements. Stage 1 is a pre-elementary education 
phase, where she must have a GPA of 2.5 or higher and a C or better in 7 
courses. Upon successful completion of Stage 1, she must apply for formal 
admission into the program. Stage 3 is the practicum experience Brenda must 
have senior status in order to teach in an elementary school. During Stages 1 
and 2, Brenda has opportunities for early field experiences in elementary 
schools as a requirement in several of the methods courses such as social 
studies and math. 
Brenda seemed to be satisfied with the curriculum, professors, and the 
other students in the program even though “English is not my language”. She 
said that in relation to high school which she thought was very difficult, the 
classes at Powell State “are faster and harder and she must study more”. 
I was always in the library and when I was in class I was always paying 
attention to the teacher. I’m very quiet and I didn’t want to miss anything. 
I would sit on the front row. I liked to do this because then I could talk to 
the teacher at the beginning of class. 
In Brenda’s methods course, she had nothing but positives to say about 
the content, the professor, and her peers 
It felt kinda weird at first because it was only me and the Americans. But 
everybody would talk to you, everybody would listen. We would help 
each other. Especially in the group projects and during class. It felt 
comfortable working with other students when the teacher would give us 
problems to solve, like role playing. The teacher made me the principal or 
administrator in the role play and I liked that. 
91 
Brenda also had a good experience when she observed in a third grade 
class for one of her requirements for the class. She talked about how the 
teacher reacted to her coming into the class. 
She was a very good teacher. She made me feel comfortable because 
she asked me to translate for the Hispanic children in the class. I would 
get to go around with her through the class, not just sit and observe what 
she was doing. I like to think they could use me there to translate. And 
the children like me, they would all come up to me, even the Americans. 
Brenda’s first year at Powell State had been a success, as she admitted 
“and I finished this year with a ‘B’ average”. She was looking forward to next 
year because “now I know I can do it”. Brenda had come a long way from where 
she started, as a non-English speaking student from Puerto Rico to a more 
confident and fairly self-sufficient young woman. 
Secondary Education Teacher Certification Program. Jasmine, Kai and 
Ramond are planning to major in secondary education (9-12) or middle school 
education (5-9). They are progressing through a similar three stage process to 
Brenda in the elementary education program, but each is at a different stage and 
do not share classes. In addition, they must also apply for certification as 
teachers of mathematics, English, social studies, biology, chemistry, French, 
geography, etc. 
After several unsuccessful semesters at a community college in Hawaii, 
Kai had moved to Powell State because his aunt was in education and lived in 
the same city. Kai appeared to be very dissatisfied with the teachers at Powell 
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State and ambivalent about the course of study in the program as he said, “the 
teachers that I have had here are really terrible teachers, they don’t know what 
they are talking about”. His impression was that they “never really prepared a 
lesson and are supposed to be teaching you how to prepare one”. Kai intimated 
that he couldn’t wait to teach because he learned what good teaching was in 
Hawaii where he had “no junk teachers and they were from all different 
backgrounds”. 
Ramond had been recruited from Florida, offered a teaching contract, and 
a chance to get his teaching certification since he already had a bachelor’s 
degree in math before enrolling in Powell State. Ramond shared the fact that the 
teacher education program at Powell State was “basically what I’m doing in 
school, although learning how to write a lesson plan is good to know”. He 
stressed that he was “pulling money out of my pocket to go through things I 
already know for a certification in grades 5-9 which will be something to fall back 
on” [if his record producing doesn’t work out]. 
Ramond talked about his peers in the program having “a closed mind” 
and that “they shouldn’t teach because they will hurt the kids in the end”. 
Ramond shared the fact that he liked teaching despite the fact that it was a low 
paying profession because teaching is “the perfect way to talk to other people”. 
Ramond was happy that the professors in the program did take advantage 
of his knowledge that he would bring into the teacher education program from 
his daily experiences in the middle school classroom. Ramond liked writing the 
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papers in the classes as it “keeps me on my toes”. He also liked learning more 
about a child’s development socially and intellectually that helped him in his own 
classroom, such as “not approaching a kid directly, that you have to be 
approachable to them so the kids come to you”. 
Ramond was in the unusual situation of having a teaching position before 
he had his teaching certification and this was a problem for him. He shared the 
fact that many of his fellow faculty members were “mad at me because I jumped 
over them” and “how I beat the system because I’m getting paid before I’m even 
certified”. Ramond was really disappointed as he said “so is there any reason 
why there are no more minority wanting to teach when we have to put up with 
this attitude?” 
Jasmine, who had always dreamed of graduating in education from a 
historically Black college did not want to be at Powell State. But, since Jasmine 
lived “right down the street” from Powell’s campus with her parents and had a 3 
year old, she had resigned herself to the fact that she would have to graduate 
from Powell State and pursue her master’s degree at a college of her choice at a 
later time. 
Jasmine was not pleased with the lack of a multicultural focus in her 
teacher education program at Powell State. She admitted that she was probably 
more aware of “what was missing” because she was in another program at 
another institution for a year before coming to Powell State. Jasmine was 
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impressed with the emphasis that the other program placed on multicultural 
issues and the presence of minorities there. 
And I’m not saying that a multicultural focus should be mandatory for all 
teacher education programs, but there are white kids who are interested 
in other cultures too. At Sawyer, there were even some white kids who 
majored in African American studies, it’s not anything about a segregation 
type of thing, I think it should be a choice. What are we supposed to do— 
the minorities, when the curriculum has nothing to do with us? There is 
nothing interesting to us or that we can use in our classrooms with other 
cultures. I had to take one of the courses over twice, first time I couldn’t 
even sit through it. 
Jasmine went on to consider why the program did not have a more 
multicultural curriculum. From her standpoint, the fact that there were no 
minority professors in the program was central to this problem. 
I think they feel they need African American professors to include 
multicultural topics and course in the curriculum. They maybe feel that’s 
what they should be teaching because that’s part of their culture. Just 
like for the education courses I think there should be a specific course just 
dealing with minority children. They try to address it in all the classes like 
in literature by saying, “oh, and by the way, you have to include 
multicultural authors in your reading list and this and that”, but half the 
people don’t care because when they get their own classrooms they are 
going to do what they want anyway. 
Tvler College 
Tyler College is a small, private, liberal arts college in the Western part 
of the state. With a student population of approximately 3,000 and 275 full-time 
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faculty, Tyler College is known for its strong commitment to service and 
collaborative partnerships between college and community. Five of my 
participants were students at Tyler College in the Physical Education Teacher 
Preparation Program. 
Located on the fringe of a large urban area, the campus at Tyler appears 
to be somewhat isolated from the social problems which occur daily just blocks 
away. Established programs from various departments within the college 
attempt to “reach out” to the community-at-large. This surrounding community 
was not within view on my first visit to Tyler College. I approached the campus 
from the east, a pathway that led me around the periphery of the troubled inner 
city neighborhood. I passed a pleasant lake and new, sparkling buildings 
amongst the old ivy-covered halls from years past. The mixture of old and new 
seemed to “fit” together well within a picture frame of flowers and manicured 
fields framed the picture. This picture was in stark contrast to the run-down 
apartments, convenience stores, and rental properties on the western route 
r 
away from the campus. 
Physical Education Teacher Preparation Program. The Physical 
Education Teacher Education Program is one of five programs under the 
Department of Physical Education and Health Fitness. The department has 48 
full-time faculty, with 10 faculty teaching directly in the Teacher Preparation 
Program. Approximately 150 students at Tyler College are Physical Education 
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Teacher Preparation majors, of which Carmen, Phil, John, David and Quinn 
were students. 
Each of these participants entered the program because they have a 
desire to teach and/or coach at the elementary or secondary levels and have 
three options for certification; elementary (N-5), secondary (6-12) or dual (N- 
12). In addition to the all-college graduation requirements each year, first year 
students must take an introductory course in effective teaching and generic 
teaching strategies with peer teaching and supervised field experiences (final 
grade must be at least a C), motor development, a coaching course, and a 
variety of skills courses. 
As sophomores, students take elementary and secondary methods 
courses with field experiences (final grade must be at least a C), Motor Learning, 
Biomechanics, and a variety of skills courses. During their junior year, they are 
required to do a prepracticum experience for one semester at either the 
elementary or secondary level. As seniors they participate in a 15 week 
practicum; half at the elementary level and half at the secondary level. Upon 
graduation, most Tyler College students enter physical education teaching, 
coaching, athletic training, recreation, health/fitness or related fields. 
Carmen decided to come to Tyler after being accepted at several schools 
because it was a small school with a “good program in teacher education”. She 
liked the fact that it was surrounded by a large city. Carmen had a similar 
perception about the curriculum at Tyler that Jasmine had about Powell State. 
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She heard the word “multicultural” used freely, but perceived no substance to 
the usage and believed the people who used it were disingenuous. 
Right now, that’s a big word on campus and in every program- 
multicultural”, wanting to be “multicultural”. But not a lot of people go for it. Like 
they’ll say it, it’s like “yeah we’re trying to be multicultural” but they won’t go for 
it. A lot of people are talking about it just to be talking about it. How do I say it? 
Like if they talk the talk, they should walk the walk. 
Carmen discussed the one multicultural course that everyone had to take 
no matter which program they were in, but the ideas presented in that course, in 
Carmen’s opinion, were not evident in the teacher education program to the 
extent that it should be, despite the fact that Tyler College sponsored several 
outreach programs in the inner city schools. 
Phil had worked for the YMCA in Center City for several years in various 
capacities with increasing levels of responsibility. One of his supervisors 
suggested that he apply for a YMCA scholarship to Tyler College, which he did 
and was accepted. Phil voiced some definite concerns about the teacher 
education program at Tyler and how the curriculum needed a change. 
The curriculum needs to be open to all the different diversities, not just 
one. We are going to be teaching to diverse students from all over the 
world. So if we’re taught just one particular culture we won’t be as 
effective as if we’re exposed to many different cultures. Maybe not know 
the entire history of each culture but enough that you can say a few 
sentences and get into a conversation. Have that student help you teach 
a dance from their country. But if you know nothing about Japan and you 
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have a Japanese student you wouldn’t know because you’ve just been 
taught the European way of teaching. 
In addition, Phil thought the teaching practicum should be a little longer, 
where students should teach in both suburban and urban schools, with less 
classroom time in the methods course and more teaching time in the schools. In 
the entire course of study at Tyler, Phil believed there should be more 
multicultural courses required of all students, so that they would be prepared for 
and willing to teach in any context. He indicated that “some students in the 
program say “I don’t want to teach in the urban schools”. Then, I don’t think they 
should be teachers. You’re in this profession to teach regardless of the 
environment, regardless of the differences”. 
Phil tended to believe that some of the professors in the program at Tyler 
weren’t aware of what was going on in the schools and were still “teaching like 
they were taught”. Since there were no minority professors in the program, Phil 
saw that fact as one of the main reasons that the curriculum was not more 
multicultural. 
John, Quinn, and David applied to Tyler because each was recruited to 
play a different interscholastic sport. These three participants had very little to 
say about the content of the teacher education curriculum except that each felt 
the curriculum “prepared you for what you had to teach in physical education”, 
“gave you good field experiences in the schools”, and “let you experience 
teaching elementary and secondary students before you do your student 
teaching”. John, in particular, liked the introductory methods course where 
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learning how to write lesson plans, participating in peer teaching and 
microteaching a series of lessons with a partner was the focus. 
Summary 
Each of these “places where teachers are taught" (Goodlad, 1990) have 
factors of their program that make them unique. The faculty, their ideals, and 
teaching styles have a huge influence over the philosophy and the types of 
teachers who graduate from the program. The philosophies of each program are 
slightly different from the next, simply because the faculty is different. Different 
faculty have varied insights and opinions from others about how preservice 
teachers should be educated. In addition, faculty backgrounds and where they 
were educated greatly influence the type of curriculum driving that particular 
program. 
The five teacher education programs presented here, however, do have 
four overriding factors in common. First, the mutual mission of each is to 
prepare future teachers to work successfully in schools, under different 
conditions, and with various student populations. Second, each institution 
boasts a philosophy of inclusion, inviting aN who wish to teach (and are 
qualified) to enter their programs. Third, even though the philosophy of 
inclusion is written, advertised, and voiced by faculty and administration, the 
number of minority students in teacher education at each of these institutions is 
dismally low. Finally, very few minorities were members of the faculties at these 
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institutions in general and of the teacher education programs in particular (there 
was not a single minority faculty member in the teacher education program). 
The reasons participants chose to enter their particular teacher education 
programs varied from convenience (time and location of classes) to financial aid 
(offered by some of the institutions) to curriculum (preference for the sequence 
of courses and focus of program). Since there were no minority teacher 
education faculty at any of the five institutions, their presence could not be seen 
as a recruitment mechanism enticing minority students to enter the program. 
The recruitment invitations, however, from each of the five teacher education 
programs identified here influenced some participants to choose these particular 
programs. In the next sections, experiences related by the participants will be 
presented. These are the “voices that matter”. 
During the course of the three interviews, each participant referred to 
various wide-ranging topics. While some similar topics were addressed by all 
participants, each spoke about these topics in ways that were unique to them 
and based on their own individual experiences. Four distinct topics are 
addressed in the remaining sections of this chapter: (a) feelings about being a 
minority (b), features of these minority preservice teachers’ elementary and 
secondary school experiences, (c) the coping strategies they used to survive as 
preservice teachers, and (d) the presence of their support systems. 
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Feelings About Being a Minority 
All participants addressed the reality of being a minority through 
discussion of diverse topics. With each of their three interviews, the different 
perspectives held by participants regarding how each felt about being minority 
preservice teachers became clearer. The range of participants’ feelings about 
being a minority can be shown on the Self-Advocacy Continuum developed as 
Figure 1. 
This continuum illustrates how the feelings of individual participants about 
their cultural identity varied from those who were vocal and very proud of being a 
minority to those who did not recognize or acknowledge (publicly) that part of 
their identity and, in some cases, actually suppressed it (privately). 
PROUD PROUD NEUTRAL SUPPRESSED 
Vocal Nonvocal CONTRADICTORY SUBDUED 
Non vocal 
Phil, Carmen Robert Kai / Quinn David, Lolita, 
Thy, Ramond, Jasmine Brenda, John 
Terry, Shannon, 
Lena 
Figure 1. Self-advocacy continuum 
Participants at the far left of the continuum are those who were extremely 
vocal and proud about their culture and minority identities. The next section of 
the continuum represents those participants who while proud and confident in 
their minority status were not outwardly as vocal about this part of their 
identities. 
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Participants depicted in the next section of the continuum are those 
individuals who related experiences and shared incidents that demonstrated a 
neutral or contradictory attitude toward their minority identities. Finally, the far 
right of the continuum denotes a suppressed and subdued impression given by 
the participants about how they defined themselves as minorities. 
Proud and Vocal 
Of the seven participants at the left end of the continuum (proud and 
vocal), each could be characterized as showing pride and a positive attitude 
about being a minority. In the interviews, they portrayed this feeling as a basic 
part of their identity and talked about how their minority status had affected them 
at various times in their lives. 
At the time of the interviews, Phil was involved with the minority 
organization at Tyler College. A real advocate for minorities and minority issues, 
Phil would voice his concerns openly, at appropriate times to students as well as 
to the people whom he believed could effect a difference. 
The reason why I address these things (minority issues) is I feel I have a 
right to say something in a positive way. I’m not a back-stabber, I don’t 
say, “oh, admissions isn’t doing this, isn’t recruiting”. I’m doing recruiting 
myself. If I want to help the cause, I’ve got to get my hands dirty. So I’m 
working with Admissions and being involved with the minority organization 
on campus and other things like that. 
While Phil related how he had always accepted and verbalized his 
cultural identity, Carmen had suppressed her minority identity for most of her 
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life and had only recently “come out” as a proud and vocal Puerto Rican. She 
blamed this “closet behavior” on the fact that she had grown up and gone to 
school in a predominantly white environment and her mother had not been 
assertive in transferring knowledge to her about her Puerto Rican heritage. 
When I came to college I had to really come out of myself and tell myself, 
“you’re Hispanic, you’re a minority and this is what you’ve got to do”. I 
finally understood who I was, where I came from, and what my 
responsibilities were as a Hispanic at this mainly white college. 
Unlike Carmen, Shannon had grown up in a household where her 
heritage, as well as other cultures were recognized and celebrated. It was 
natural for Shannon to speak out about anything, at any time, in any context, and 
especially what it meant to be a minority. 
When I was growing up it took a couple of times that my parents had to go 
and speak to so and so’s parents because of the color factor. Since my 
parents were so open about the color thing and telling me what I really 
wanted to know and not just, it’s something that you don’t really have to 
deal with. They told me everything I wanted to know. When I wanted to 
learn about Martin Luther King, they put it in my face. When I wanted to 
learn about my own culture, they were constantly pushing. So there are a 
lot of things that a lot of the girls (European American classmates) are 
missing out on not thinking about the importance of differences. 
While the majority of the participants in this proud and vocal category had 
grown up in the United States and had been raised by their birth parents, Thy 
was adopted by an American family upon his arrival in the United States. For 
most of his high school experience Thy had tried to ignore his cultural 
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heritage. At the time of the interviews he had “reconnected" with being 
Cambodian and was very active in the state Cambodian organization. Thy 
appeared eager to relate the positive aspects about his native culture to all 
who would listen, as well as the negative experiences he had endured since 
being in America. 
When I was younger, I was more like an American. I would think of 
myself as an American. And like now, I think of myself in the opposite 
way. I don’t call mvself. I don’t see myself as an American. Like when I 
was younger, I always felt like that. You know, proud, having people think 
that I was American, you know, I live with an American family. I don’t 
think like that now, because you know I’ve been through a lot. I have 
encountered many discriminations for no reason. Now I am proud of 
being Cambodian. 
Terry was one of the seven participants who had been born outside of the 
mainland United States. She related how prior schooling and background 
experiences had been important in guiding her thinking about what it meant to 
be a minority. With an early initiation and on-going instruction in nationalism at 
school, along with the positive attitude that she had about herself, Terry was 
outwardly proud and vocal on many issues concerning minorities. 
In school in Spain we had to learn the teachings of the political party and 
Franco’s speeches, which was kind of brainwashing, but it’s funny. I think 
you can’t really brainwash people who you tell to think for themselves. 
But I had to memorize all that stuff, and yet I ended up thinking it was all 
baloney, but certain things were good, but they were pretty imperialistic. 
You know, thinking the Spaniards were superior. I don’t think it’s right, 
but in a way, it gives you a sense of security, of confidence, that you 
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think, “hey, I’m really good, I can do anything”. 
Unlike the other proud and vocal participants, Ramond grew up in a 
somewhat unusual situation. Coming from a predominantly Dominican Republic 
neighborhood, walking to school with his black friends, Ramond would enter a 
predominantly white classroom for the day, while his friends would join other 
minorities in a remedial classroom. Ramond related how he felt he was in two 
different worlds and the struggles to survive in each. 
Ramond’s family was constantly informing him about and directing him 
toward learning more about his culture and seeking out black role models in 
history, literature, and sports. I classify Ramond in the “proud and vocal about 
being a minority” category on the advocacy continuum because of the tenacious 
way he moved about in his bi-polar world, supported by his parents’ strong 
sense of cultural identity. Ramond was determined to and succeeded in 
identifying openly with the “home boys” whenever and in whatever way he could 
other than academically. 
When I was at lunch, walking to school, or after school, I was with my 
black friends. I had no white friends; they were just in my class and I did 
my work. I had positive parents and they were always talking about black 
role models at home and inquiring about the stuff that I read at school. 
They didn’t want me just reading books about sports. If I brought home a 
book that didn’t make any sense, they made sure they’d go to school the 
next day and say, “why isn’t my son reading what the rest of the class is 
reading?”. My parents cared, so it allowed me to stay up on top of things. 
All the other black parents I knew weren’t like that. They accepted it. 
They accepted the structure of the system to keep those Blacks down and 
we wouldn’t accept that. 
106 
Similar to Carmen’s behavior, Lena had suppressed the “half African 
American” part of her identity and until recently, did not acknowledge this part 
of her background openly. Lena had always recognized her Hispanic culture 
primarily because her African American mother had identified more readily 
with her husband’s family who were Hispanic. Lena commented that, “my 
mother took on like my father’s heritage, my mother is fluent in Spanish and I 
don’t want to say she isolated her side but it was in the home; we spoke 
Spanish, we ate Hispanic foods”. 
But since Lena had moved back to the Northeast three years ago she had 
developed a better relationship with her mother’s family and was acquainting 
herself with the African American part of her culture. 
But I have to say that when I moved back here I got a little closer to my 
aunts on my mother’s side of the family and then I learned that Black 
people weren’t that bad. And I have to say I’m absolutely learning to be 
Black, learning about the blackness in me basically. And now I’m dating a 
Black man, which I never dated before. 
Lena said “everybody in my family were shocked” about her dating an 
African American. Because of the renewed interest on her part of educating 
herself about her African American heritage, Lena could be identified as being 
proud, and vocal. She was finding out all she could about what “being Black 
really means”. 
And my boyfriend keeps telling me “Lena, there’s no reason for you not to 
know more about your people”. So now like in the summer time, all the 
authors that I read are African American and I get books for my daughter 
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that show the culture itself. I just finished Frederick Douglas’ 
autobiography and Malcolm X, so I try to read and learn and pass it on to 
my daughter and stuff. Last year we celebrated Kwanza at Christmas and 
it was funny because my daughter said, “ma, what happened to 
Christmas?” I said “well this is another form of Christmas and I explained 
African American. I go and try to look for books that have multiculturalism 
with her so she can understand her heritage. We even go to a Black 
church now, so I’m progressing slowly, but surely. And I can truly say 
now that my people are African American and Hispanic. Now I can say 
that. 
These seven participants were confident with themselves and assertive 
about their identities as minorities. While each had different experiences which 
led them to choose how and to what extent they would voice their cultural 
identity, each of these seven participants did make that choice. The second part 
of the advocacy continuum, however, is indicative of two participants in 
particular, whom I saw as certain and assured about their cultural identity, but 
who could not be viewed as being as vocal and “out” as the previous six 
participants. 
Proud and Non-Vocal 
Robert and Jasmine (proud but nonvocal) were self confident, proudly 
embracing their cultures. For different reasons, however, Robert and Jasmine 
did not feel as free to express themselves in all contexts as the previous six 
participants. 
While Robert and Jasmine were both very self-satisfied with their cultural 
identities, they had entirely different reasons for not confronting certain 
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situations or voicing their feelings as much as the others. While I believe that 
Robert would have liked to express his feelings on many occasions, he could not 
do so in an effective way. Robert was somewhat inarticulate, both in his native 
language of Spanish and when trying to communicate in English. In contrast, 
Jasmine was extremely articulate and committed to minority issues, but believed 
her goals of graduating and getting a teaching job would perhaps be thwarted by 
“the powers” if she exhibited an overzealous attitude. As the only minority in 
her teacher education program, Jasmine firmly believed that she did not hold the 
power for change in that particular context. 
Even at 20, Jasmine believed that time was working against her. 
Because she had an unplanned pregnancy at 17 and had to deviate from her 
original course of going away to a historically black college, graduating, and 
getting a teaching job, she believed she could not take any chances at being too 
outspoken about minorities and minority issues. 
Here, I just consider myself urn, trying just to get the job done. Urn, I 
don’t talk to anybody, I barely associate with the professors. I’m an 
ignorer. I’m good at that, I just observe and listen, and remember things 
that I can use later”. 
Robert realized that being a minority, moving to the United States at 15 
and having English as a second language would give him “two strikes before I 
even started”. Robert was unaccustomed to being in an environment where he 
was seen as a minority. Robert soon realized that what worked for him was to be 
quiet, listen, and let his expertise in sport and running do his talking for him. 
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I wanted to run (on the track team) here in high school, but I noticed that 
the kids from the ESL (English as a Second Language) program were 
isolated to one corner and everybody in sports were people, including 
Latinos, who were from the regular program, the ESL kids were never 
encouraged to participate. And I said, “wait a minute, what’s going on 
here?” Because where I come from I didn’t know the meaning of different. 
What’s different from one person and the other? Because one person 
looked different from the other? Then you have to treat them as such? I 
didn’t know the meaning of that until I came here -1 just don’t understand 
it. 
Each of these nine participants classified at the left end of the advocacy 
continuum felt strongly about being a minority and related different experiences 
that helped to form their individual perspectives. Phil, Shannon, Terry, Robert, 
and Ramond emphasized that they had always felt clearly attached to their 
cultural heritage, having grown up in a multicultural environment with parents 
and friends (not teachers, in the majority of instances) who helped them to see 
and appreciate diversity. 
As far as Thy, Carmen and Lena were concerned, however, each came to 
their cultural awakening later than the others and in different ways from each 
other. In Cambodia, before coming to the United States, Thy was a member of 
the majority culture. Expressing and celebrating his culture was a natural 
everyday occurrence; an occurrence that one didn’t have to negotiate or assert 
to others. At 18, Thy had moved to the mainland United States; a culture where 
he was in the minority, a new role for him. He related feelings of having to “fit in 
by acting more American” when he moved to America from Cambodia and was 
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adopted by an American family. This break from his cultural attentiveness was 
short-lived after he realized the “misfit’’ and the need in his immigrant 
Cambodian community for more cohesiveness. Thus he began to regard his 
minority identity as vital to his sense of well-being and reconnecting to his 
people again. 
Similarly, Carmen relayed feelings of having been a “closeted Puerto 
Rican” in high school. Growing up in a predominantly European American 
environment, she “blended in” and was constantly thought of as “being part 
white”. Since high school, however, Carmen had “come out” with gusto, proudly 
proclaiming her cultural heritage to other minorities and European Americans 
alike. 
Like Carmen, for many years, Lena also concealed who she was as a 
minority; the African American side of her identity. This appeared to have 
occurred for two reasons. First, she was merely modeling the behavior of her 
mother as she aligned more with the Hispanic side of her family. Second, during 
her early school years in the South, Lena had negative experiences with African 
Americans and distanced herself from that part of her culture. Only now as she 
connected with being both Hispanic and African American could she be 
considered proud and vocal about who she was as a total person. 
Neutral 
One participant appeared to be neutral about his identity as a minority 
and thus was best suited at the middle position on the continuum. While Kai did 
not appear to be especially proud of his Japanese Hawaiian heritage, neither did 
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he suppress it. Kai was indeterminate about his cultural minority identity 
because he was extremely obsessed with his short statue (5’1”). Kai 
considered that fact to be the reason for every trial and tribulation that had 
occurred in his life. 
He did remark that being a minority at Powell State “proved to be helpful 
at times”. These instances had to do with the reaction from other students 
regarding his appearance and vehicle. Kai responded that “sometimes I like the 
fact that I’m the only Japanese Hawaiian student here. The other students have 
never seen anybody that looks like me before”. 
He also reported that it was “pretty cool” to be from Hawaii and living in 
the Northeast where he had “a neon green sports truck that no one else has 
anything like” and “a long pony tail that people think is unusual”. 
Kai was unable to focus on his cultural identity because he referred so 
frequently to difficulties in his life that had occurred because of his height. 
I felt like I always had to try harder because of being the shortest one. 
Being shortest caused problems, I was pushed aside. I was never as 
rich, as good-looking or tall like the others. I attempted suicide three 
times. 
Kai was neutral to comments made by his roommate who referred to 
Blacks and Hispanics in a detrimental way because “it didn’t matter to me, I don’t 
think he really considered me a minority and I had never been around them 
either”. Kai had come from a culturally mixed environment in Hawaii and 
admitted that he had “never seen so many Caucasians all at once in one place”. 
112 
For whatever reason Kai chose to refer to his height during the interviews, 
he was certainly vague about his feelings about being a minority. 
Contradictory 
Quinn was the lone participant occupying the contradictory position on the 
continuum. I believe this position is a suitable vantage point from which to 
explore how he viewed his identity as a minority. While there were instances 
where he was very proud about his minority identity, at other times he subdued 
and submerged that part of his identity. 
For example, when I asked him “what is it like to be a minority preservice 
teacher?” he responded, “I don’t look at it that way. I look at it as more of an 
advantage, I have an advantage over others”. 
I feel it’s an advantage when I go to these schools and I can speak 
Spanish and to the kids, tell them how to do the skill correctly or tell them 
just to line up, or be quiet or something like that. When you speak 
Spanish to them it throws them off guard and they’re like “wow, all right, 
sure!” So I think it’s more like an advantage more than anything. 
Quinn also said he was noticed because of his name, it wasn’t a “white 
name” like “Jimmy Jones or Mark Smith” and “I want to stand out as a good 
image, not a negative one”. In addition, Quinn said that if anyone asked him 
about who he was he would say right up front, “I’m Colombian and American, I’m 
proud of that”. 
Quinn did not, however, want to be involved with the minority organization 
on campus because “it’s just, if you stand out there and say it, then, I’m almost 
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too proud, it brings attention to being a minority even more.” He was unwilling to 
speak with the sponsor or anyone from the organization. 
While Quinn presently refused to associate with the minority organization 
at Tyler College and their outreach programs, he related several instances 
where he had done some outreach of his own in high school. It appeared that he 
perceived himself as a self-described “link”. 
This is how I deal with minorities. A new kid came to my middle school 
and he was Black. He was an athlete and was rather smart. And it 
seemed like I was the link. Most of my friends were athletes and they’d 
stay in their little clique. So I just went up to this kid and asked him what 
his name was. And then I bought him into our group. I was the link, it 
took someone who was a minority who was already in a white clique to 
move out, reach someone and bring them in. 
Quinn also referred to being a link between the white cooperating teacher 
at the school and the Hispanic and African American pupils at the school. He 
even drew a diagram on a piece of paper for clarification during the interview. 
I’m this link right here and I’m linking these two together, a Black, a White, 
and there’s me in the middle between those two. The white cooperating 
teacher would be a separate link because he doesn’t have the power to 
get into the link with the kids where I am. There’s a barrier between the 
teacher and the kids. 
Quinn went on to say that he thought he was “getting to the kids in the link 
easier because it’s hard for him (the white teacher)to cross over”. 
Because of Quinn’s background of living and going to school in a white, 
middle class environment, a contradictory way of thinking along the continuum 
may have been the way he had survived for a long time. Traveling back and 
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forth along the continuum may have been one way for him to deal with his 
identity depending on the particular situation in which he found himself. 
Suppressed and Subdued 
From the interviews with Brenda, Lolita, David, and John, they appeared 
to be situated at the opposite (suppressed and subdued) end of the advocacy 
continuum. In the analysis of their interviews, it became apparent that while 
identifying themselves as “minority”, this was not a particularly strong and vital 
part of their identity. At times they each had to be coaxed to “dig deeper” and 
think about this fact. 
At the time she was interviewed, Brenda was a relative newcomer to the 
United States mainland. Although graduating from an American high school, 
she was still struggling with adapting to a new culture, a new college 
environment, and a new language. When Brenda related her experiences in the 
inner city high school to which she transferred, her attention appeared to be 
focused on just making it through each day. Brenda seemed to sweep her 
minority identity under the rug each time she recounted her experiences. More 
often than not, her recollections about her experiences included negative 
references about her culture. Clearly, Brenda had too many other issues of 
concern in her life that she believed were more important than outwardly 
identifying with her cultural diversity. 
I had trouble, like I said before, with the language and the questions, 
some of them I still don’t understand; I have to ask. There was one 
secretary at the school who didn’t like us (Puerto Rican students). Maybe 
they get tired of so many Hispanics in the school. But I just don’t pay no 
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attention. I was one of those students that wouldn’t pay no attention at 
all. 
Although John freely discussed issues concerning minorities, he did it 
almost as an outsider, and referred quite frequently to other minority groups 
and how they were treated at Tyler. I believe John is best suited at the 
suppressed and subdued end of the continuum. Like Quinn, John came from 
a higher socio-economic level than the other participants. These experiences 
of growing up in a priviledged, white, middle class environment with all white 
friends and classmates was responsible for John’s suppressed and subdued 
attitude toward being a minority. I believe that John had submerged his 
identity for so long and then when he did face it he wasn’t sure how tio handle 
it. I believe at the time of the interviews John was still discovering himself as 
a minority but still holding on to some preconceived misconceptions of his 
own, from growing up in a largely monocultural context. 
It’s been an issue but not really that important. When I’m with my friends I 
don’t want to be a jerk about it when they say things and stuff. I’m really 
open minded about it and sort of laid back really. The media has made 
such a big build up about the Rodney King case that’s why I hate the 
media so much. Black people going out and trashing their own 
neighborhoods has set back everything that Martin Luther King had 
worked for. It has set the minority race systems back so far they went 
back on themselves. 
When John talked about minorities at Tyler he did so from an outsiders 
viewpoint, and didn’t appear to include himself in any of the groups. 
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The Asian kids get to come here and are well taken care of here, they 
stay in the dorms like everyone else and I think that’s great. People will 
snicker about it and make Karate comments. If people thought about 
what they say, they may not say it. And the Puerto Rican kids are three of 
the nicest kids I’ve ever known, but I’m sure they would rather be back in 
the warmth of their country ‘cause they get cold and stuff. 
John seemed to be a newcomer to thinking about what being a minority 
meant to him. Since he hadn’t much experience in how to deal with this it was 
difficult for him, so his feelings were subdued and suppressed. He indicated 
that he had something in common with the other minority students at Tyler 
when he said, “a lot of the students at Tyler don’t realize they are a minority 
until someone picks on them, just like me. And every so often something 
happens like that to make me feel stronger about it”. 
While Brenda was coping with various issues of survival and John was 
trying to deal with his minority identity, David seemed uncomfortable with and 
surprised at the question “how do you feel about being a minority here?” and 
responded briefly to how he viewed his minority identity. 
But I don’t let that (identifying as a minority) bother me at all. I don’t think 
of that as any big deal. Then you’re just categorizing a skin color. People 
are picky. I was in the minority growing up and so it didn’t bother me at all 
coming here; never really thought about, it’s like I’m here, and everybody 
else is too, trying to do the same thing (get through college). ‘Cause the 
only time being a minority ever crossed my mind is like when new 
students are coming and stuff, we talk about it a little bit and let them 
know we are in the minority on campus, but the city itself is the majority. 
Everybody says “hi” to you here everyday. The campus is up-front. 
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The fact that David had always been involved heavily in sports and 
competition his entire life may account for his position at the suppressed and 
subdued end of the advocacy continuum. David stressed the fact that most of 
his roommates had been white, his current girlfriend was white, and teammates 
who he “hung out with” were African American and white. Being a minority just 
“didn’t come up” for him. Pleasing his coaches, striving for teamwork, and 
winning took precedence over all other aspects of his life. He related how 
important it was to put aside other issues (such as minority issues) when playing 
athletics for the good of the team when he said, “sports is the only thing that I 
can see that brings people together and I’m so involved, everybody is trying to 
win, so we’re working together to do the same thing”. 
For different reasons, then, neither Brenda nor David wanted or felt the 
need to be outwardly concerned or attentive about their ethnic identity at certain 
times. Lolita, who was Cape Verdean, appeared actually and actively to 
distance herself from her ethnic identity when referring to an instance that 
happened to a friend of hers. She even spoke of the event in a third person 
mode. 
My neighborhood, being culturally mixed, consists of mainly white and 
Cape Verdeans, the majority of them are light-skinned; you know, some 
of them could pass for white and some of them could pass for Black, and 
my girlfriend, her father came from the deep South and was Black and her 
mother was Cape Verdean, but she ends up with the dark skin and had a 
real complex about it. The Cape Verdeans have this real complex about 
dark-skinned people, so it wasn’t just the prejudice with the whites, 
amongst their own people there was prejudice too. And, walking along 
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the beach we heard this one guy talking to some girls and he said, “you 
girls better get out of the sun or you’ll end up as black as that tar baby 
over there”. And she heard that. And she didn’t say anything, but we 
kept walking along the beach and she was like “I wish I had your hair and 
skin color, Lolita”. And I didn’t know what to say. 
I believe that if Lolita’s attitude was not one of suppression or restraint, 
she would have made some type of remark to the comment made on the beach, 
or at the very least, would have known what to say to her friend, who was hurt by 
the comment. Instead she chose to distance herself from the remark, the source 
of the remark and perhaps even the context in which the remark was made. To 
summarize, at the suppressed and subdued end of the self-advocacy continuum 
Brenda chose ’’not to pay attention”, David chose not to “see”, and Lolita didn’t “ 
know what to say”. 
Brenda, David, and Lolita appeared to feel similarly about their minority 
identity but for different reasons. Being relatively new to America (6 years), 
Brenda seemed to have “her hands full” in high school with learning about the 
American school system, finding her way around the school and learning a new 
language. While not really trying to hide her heritage, she appeared ready and 
willing to back away from issues that came up about being a Puerto Rican in her 
high school. The best way for her to deal with any confrontations was to “not 
pay any attention at all”. 
Lolita appeared to have a split loyalty between her professional and 
private cultural identities. Her boyfriend was European American and much of 
her social life appeared to revolve around him and friends who were not 
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minorities. When talking about this part of her life, she would say that most 
people were not sure “what I am, and it’s interesting to have people guess”. She 
said that on many occasions people would say, “Parlez vous francez...are you 
French?” 
In her professional career, however, Lolita was a permanent substitute at 
one of the high schools with a large minority population. She talked 
enthusiastically about how she really related to the kids, liking the same music 
and having similar interests. In addition, I was struck by her use of the word 
“they” instead of “we” when referring to how Cape Verdeans felt about the color 
of their skin and about her friend who had an identity crisis and wanted to be 
white. 
David’s first priority was toward competing in football and basketball at 
the interscholastic level. This had become a way of life for him from his early 
school experiences. David had always wanted to do well in sports and go to 
college. I believe that he felt identifying and dealing with his minority identity 
would somehow be counterproductive to achieving his goals. 
Features of Elementary and Secondary School Experiences 
Participants came from an assortment of backgrounds and attended 
elementary and secondary schools in a variety of contexts. They resided in 
predominantly white neighborhoods, Dominican Republic rowhouses, mixed 
towns, and the inner city. The mere location of their homes, the types of schools 
attended, their status as a minority in their schools, the scarcity of minority 
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teachers or staff in the schools, and the curricula all affected the participants in 
significant ways. 
Some participants related their elementary and secondary school 
experiences with feelings of discontinuity among their minority identity, cultural 
attitudes at home, and the structure of the dominant society’s educational 
system. The attitudes expressed by these participants were dependent on 
several factors: (a) concerns with the absence of a multicultural focus in content 
and course offerings [precipitated by parental awareness and involvement in 
education], (b) prevalence of tracking, (c) lack of rapport with peers, and, (d) 
lack of language proficiency in English. 
Some participants, however, were not inclined to mention discrepancies 
or discontinuities between who they were as a minority and their experiences as 
a student in the schools they attended. Their attitudes occurred because of the 
following factors: (a) lack of awareness or attention to the curricula, and (b) 
involvement with sports. 
Features of elementary and secondary school experiences will be 
presented in the following text related to the incompatible as well as the 
compatible attitudes of the participants between who they were as minorities and 
the environment of the dominant culture. 
Discontinuity with the Educational System 
Discontinuity in this section is representative of those participants who 
experienced feelings of dissatisfaction or disapproval about the content of their 
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educational experiences. In some cases, but not in all, it appeared that 
participants whose parents were a stronger and more viable presence in their 
lives were the ones who seemed to question the quality and content of their 
education experiences. 
Absence of a multicultural focus in content and course offerings . While 
Carmen and Jasmine came from all-white neighborhoods, Shannon and Ramond 
lived in ethnically diverse surroundings. Each of these four participants, 
however, had something in common; they attended predominantly white schools 
where they were the only, or one of a few, minorities in their classes. Each one 
discussed similar experiences that occurred during their school experiences 
which they viewed as frustrating to their identity as a minority. 
Carmen, Jasmine, Shannon, and Ramond voiced similar reactions about 
the subject matter to which they were exposed (or not exposed) as a part of their 
formal education. Each one wished their teachers had included information 
about other cultures in addition to the European American point of view. 
While Carmen and Shannon were both Puerto Rican, Carmen’s cultural 
heritage was not stressed in her home whereas Shannon’s family spent time in 
discussion of their cultural background and current events. Despite this 
difference in the cultural education each received at home, both participants 
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reiterated how strongly they felt now about this lack of information in school. 
Carmen voiced her strong opinion and said 
I hated history cause I thought it was so boring. We didn’t go into like 
African culture or Hispanic culture or what happened with Spain. I wasn’t 
given anything about Black authors like James Baldwin. I was not 
challenged academically or culturally. I feel I was gypped. I was not 
given everything I needed of other cultures. 
Perhaps if Carmen had been exposed to other cultures and authors in 
English and history classes, school might have seemed less boring, she would 
have been more interested, and thus, academically challenged. The curriculum 
at school could have taken the place of, or at least supplemented the paucity of 
cultural information she received from a mother who “worked all the time at three 
jobs” and who Carmen believed had enough with which to deal when she came 
home just making sure “we had food, did our homework, and had clothes to wear 
the next day”. 
Unlike Carmen, Shannon’s parents offered a generous amount of 
information about “my heritage with food, music, and books about Puerto Rico, 
as well as other cultures”. Even so, Shannon reflected a similar opinion to 
Carmen concerning her educational experiences. The lack of cultural focus 
about anything but the” white culture” worried her. 
I was one of three minority children in my entire elementary school. I don’t 
know, maybe it changed my mind, maybe it didn’t. I’m having problems 
right now. Because of being in teaching, I look back now and feel that I 
wasn’t given all of my history and all of my culture in school. 
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The problems to which Shannon alluded were those incongruities she 
was currently experiencing within her elementary teacher education program 
having to do with curriculum (these will be discussed in a subsequent section). 
Just being in a teacher education program and participating in these interviews 
seemed to have helped Shannon recall the experiences in her life that had the 
most meaning for her. 
Like Shannon, Jasmine and Ramond grew up with a strong cultural 
awareness about their heritage from discussions and literature provided by their 
parents. This fact seemed to enhance the discontinuity and incompatibility they 
felt between their home life and the history and English classes they were taking 
at school. Even though Jasmine grew up in a white neighborhood and Ramond 
resided in a Dominican Republic enclave, they attended similar types of schools 
where they were the only minorities in accelerated classes. Although the 
location of the schools they attended was different, Jasmine and Ramond 
related almost parallel educational experiences that occurred for them with 
regard to Black history. Jasmine was unyielding in her conviction about where 
the educational gaps had been in her early education. 
I think that I was robbed. The only thing I learned about my history was 
slavery. And that was it. I was like there is so much literature out there 
about African American authors. It just made me uneasy. I mean in high 
school I just refused to read Huckleberry Finn. I was just so fed up! 
Like Shannon, Jasmine’s awareness of her situation even during her 
earliest schooling was probably stimulated by a mother and stepfather who were 
culturally sensitive. They provided literature and information to reinforce 
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Jasmine’s curriculum at school. 
If anything, my mother had taught me more about my culture than I 
learned at school. My mother used to go to the schools and do little 
programs for Black History Week. She brought me this African American 
board game that was almost like Trivial Pursuit; we played it together. I 
mean she was always sure I knew about my culture. 
As with Jasmine, it was obvious that Ramond, at age 28, was well-versed 
on the topic of Black culture, but certainly not from any information gleaned from 
his elementary or secondary school classes. Ramond was adamant about this 
fact when he said: 
The only thing we learned about Black History was slaves. You never 
heard about Black doctors, you never heard about like Lewis Lattimore, 
he helped Edison, you never heard about the positive things. You never 
heard about Madam C.D. Walker, she was in business, she was very 
successful, she was the first African American woman that was a 
millionaire back in the 1900’s. You always heard about Harriet Tubman 
and the slaves, so there was always negativity. For instance, Malcolm X 
was always a bad person, the way the books portrayed him, but yet and 
still, he contributed a lot of positive things. 
Ramond’s parents were constantly asking him about his grades and what 
he was reading at school. They made sure that Ramond, being the only Black 
male in his classes, was not overlooked, contained, or defined by the color of his 
skin or his culture. 
My mother and father were strong. They made sure that I always had 
what I needed about my culture and made sure that I was reading what 
the other students in my class were reading, and not just books about 
basketball. Teachers would say, “Susie may become a lawyer, but you 
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might play basketball or football”, the same old stereotypes. When 
subjects were given out for interest books, I would always get basketball 
books and Susie might get books where she would become intellectually 
stimulated. If I brought home a book that didn’t make sense like that, they 
would go to the school or call the principal and ask, “why isn’t my son 
reading what the rest of the class is reading?” 
Because of the interest demonstrated by Ramond’s parents in his schooling, 
they modeled behaviors of inquiry and problem solving to which Ramond aspired 
in his own life and work as a teacher. 
These four participants shared accounts about their early educational 
experiences which focused mainly on the lack of a pluralistic curricula. Carmen, 
Shannon, Jasmine, and Ramond were clear in their recollections that in every 
class and subject area, content was taught and texts were assigned that 
espoused a purely European American point of view. 
Prevalence of tracking. A second type of discontinuity between the 
participants and their school experiences was the presence of tracking. 
Ramond, Lena, and Shannon were eager to share their opinions about tracking 
and how the dominant culture did not set up a positive learning environment for 
minorities to succeed. Each of these participants had slightly different 
experiences regarding this issue, either as an observer of peers who were 
tracked (Ramond), mistakenly assumed to be a student who should be tracked 
(Lena), or as a student who was tracked (Shannon). 
Ramond was resolute in voicing his displeasure about the injustices of the 
system when he said, 
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I think they tracked Blacks. Seeing my friends in those classes, they 
didn’t learn anything. Here I was the only Black male in my class learning 
how to read, to think critically and analyze, what verbs are and so forth. 
My friends in the other room [lower track class] were listening to music on 
their Walkmans. 
Ramond believed that while he was educated to be critical and ask 
questions early in his school experience because he was in an accelerated class 
with white students, his Black friends weren’t afforded an equal opportunity. 
Ramond didn’t believe his Black friends were “dumb”, or lacked potential, but 
because some of their actions and certain behaviors weren’t understood by the 
dominant culture, they were assumed by white educators to have behavior 
problems. Thus, the administration just “put them all together in a classroom all 
day because the teachers didn’t want to be bothered”. Ramond believed that 
critical thinking and analyzing skills were most important to future success in 
school and “my Black friends never learned those skills, so later on in high 
school when the teachers asked them what they thought about a situation or a 
story during class discussions, they didn’t know how to respond”. 
Lena, who was mistakenly assumed to be a student who should be 
tracked, recalled an early school experience when she moved South from the 
Northeast. 
When I was 10,1 moved from the Northeast to a city in the South. I lived 
in a mixed area and was bused to the lower income areas to go to school. 
Educationalwise, I didn’t have a problem as a kid growing up in the 
North,- but when I went to the South, I did see a difference. 
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That difference, it turns out, was the same issue that had been addressed 
by Ramond, that of tracking. Lena said she noticed that the African American 
children there seemed “behind and they were put into special education 
classes”. 
I had a math class and the teacher had thought that I should be in a lower 
math class and I was like, “I can do the work”. It was like multiplication 
and division and it wasn’t difficult at all and when I did it she says “well, 
you must not be coming from here” (the South), and I said “no, I’m coming 
from the North”, and she said “because usually we place, we find Black 
students have to go in a lower math class”. So I was like, “no”. And for 
me, my mother basically has like always taught me, “Lena, education is 
very important”. As a whole, education was stressed so I never had a 
problem with school; I enjoyed it. 
The first incident reiterates Ramond’s contention that the “system” in his 
school was set up to keep minorities from achieving when he referred to the 
situation in which his Black friends found themselves. Lena witnessed this set of 
limitations on a first-hand basis. As a new student in the fourth grade, her 
teachers assumed that she should be in the special education classes, even 
though she had not been in any special education classes in the Northeast prior 
to coming to this southern city. 
Shannon revealed the negative aspects of her own personal experience 
in being tracked from elementary school until she was in seventh grade. 
In elementary school I was in remedial reading which I absolutely hated. It 
was in the deep, dark basement of the school and there was nothing 
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pretty about it. It was very secluded and I just hated the room. It was cold 
and damp and we were singled out. We were basically taken out of the 
classroom and put into this other room and it was competitive. I still have 
nightmares about that. When I got out of there in the seventh grade, they 
tried to put me into the bilingual classroom because of my Spanish last 
name. They just stick all the Spanish last names into those classrooms 
unless the parents objected, and my mom put an end to that! 
Ramond, Lena, and Shannon each had different experiences with 
tracking. Ramond viewed it from the outside looking in, but had a personal 
interest in the issue. He remembered the friends with whom he walked home 
and played basketball; those same friends were in the remedial classroom all 
day listening to music and scribbling on notepads while he worked on math and 
problem solving. At the time of our interviews, Ramond had been teaching for 
two years while becoming certified and had opportunities to think about himself 
as a teacher from the vantage point of his experiences as a student. 
Lena recalled how the teacher in the South assumed that just because 
she looked “Black” she should automatically be placed into the remedial class 
for math. This must have seemed very strange to a 10-year-old coming from 
the North and placed involuntarily into a remedial environment. 
Shannon’s first-hand experience of being a member of the remedial class 
during elementary and middle school was not a pleasant one. The memory of 
this encounter was made even worse when she was being forced to go into the 
bilingual class because of having a Spanish last name. 
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Lack of rapport with peers. Recollections about early educational 
experiences for some participants centered on discontinuous interactions with 
peers, some from the majority culture as well as other minorities in their 
particular school. 
Despite the fact that Robert had some peers who spoke Spanish in his 
class, he still felt discontinuity with other students in his new school, specifically 
the African American students who didn’t speak Spanish. 
I will say that I’m able to adapt quick into different environments and we 
had, of course I didn’t have a choice, you know I had to adapt to one way 
or the other. So it was real rough. You know I came from a really 
country-style type of kids, you know friendly. I didn’t know what the big 
fights were like in this school and how to get along with the Black kids, 
‘cause they were different and didn’t know where I was coming from. 
Robert felt a discontinuity in this situation not only with the lack of a common 
language with the majority culture, but also with the social rules and values of in 
the particular culture of that high school. 
Lena’s memories of her early educational experiences were replete with 
stories of what happened outside the classrooms, in the halls, and walking home 
from school. She had confrontations on a daily basis with other students, in this 
instance other minorities who questioned her minority status. 
Well, I felt isolated from them because they were like “how come you 
speak that way?” and they called me a “Yankee” and different things like 
that. They used to say, “you speak proper English”. I didn’t have the 
broken English like they did and that was a problem. They said “you look 
Black” but my last name is Hispanic so they said “what’s wrong with you?” 
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But I felt like they were lower than me. They lived in the ghettos and stuff 
and both my parents worked so I have to say I had a little attitude too but 
they did pick on me. 
Lena had such a difficult time connecting with the peers in her class either 
culturally or economically that she constantly had feelings of discontinuity with 
her new surroundings. This situation culminated in a violent act on the bus home 
from school one day. 
This Black guy jumped me and my friend, this Caucasian girl, because he 
didn’t like the fact that I was hanging with this White girl. He kept talking 
about it and bothering me and friend all the time, every day on the bus. 
We would try to ignore him and stay away from him. And finally on 
the last day of school him and 10 other guys jumped me, and broke my 
jaw and we had to go to court; it was a big to-do. 
Lena was not accustomed to the different cultural mores of this region in 
the South and believed she didn’t fit in with the other peers in her school who 
were African American or Hispanic. Lena stressed that she had a problem with 
her peers “all the way until high school because I was dating a Caucasian, I had 
Caucasian friends, and I wouldn’t be seen with any Blacks, and that was always 
a problem”. 
Jasmine found herself in a similar situation when she moved from an all 
White elementary and middle school to the junior high. As one of four African 
American students in her homeroom Jasmine felt discontinuity because she had 
to contend with questions by other minorities about her cultural identity and 
choice of friends. She said, “Black people used to pick on me because they 
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didn’t understand why I had all white friends. It hurt me, they wouldn’t say I was 
Black, they’d call me White”. 
Jasmine perceived that her lifestyle was different from the other African 
Americans whom she saw in school. She recalled that she was into “dancing, 
modeling, and acting” and, because of that, “I was always around my white 
friends”. In addition, since her mother worked in a law office and her stepfather 
was a lawyer Jasmine knew she had more advantages than many other 
minorities with whom she came in contact. Once these students found out 
where she lived and her parents’ occupations, “they said, ‘that’s it, we know 
you’re white now!” 
Jasmine related an incident demonstrating lack of rapport with peers in 
which she had to answer questions from one of the four African Americans in her 
ninth grade homeroom. 
And this was the first year I was at this school after being in the private 
schools and mainly white schools. And this girl was looking at my 
schedule and she said, “jeez, you’re on the honor roll?” So I was like, 
“yeah”. And she said “oh my goodness, you’re smart like them?” She’s 
like “oh my god”! And I was like, “why - what are you in"? And she said 
“I’m in career” or standard or whatever you call it. And I was like “oh”. I 
didn’t think nothing of it, you know? She was like “you’re a nerd”. Then I 
was a nerd now, and a white person. She looked at my address on the 
card and she said “you live around all white people too?” Anyway, I got a 
lot of shit from her almost everyday to the point that I didn’t want to go to 
my homeroom. Not so much that I was scared of her, but that I didn’t 
know how to deal with it. At that time, it was like what’s the difference? 
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I’m still Black, I know about my culture. If anything my mother has taught 
me more about my culture than she knows. 
Lena and Jasmine had problems assimilating into the culture of their 
respective schools because of factors of regional differences and social class. 
While they both had support from home concerning education, Jasmine’s mother 
in particular, made sure that Jasmine received information about her cultural 
heritage as well. 
Robert’s accommodation into the culture of his high school could not be 
viewed as the same level of difficulty as that of Lena or Jasmine. But matters of 
social class and regional differences were prevalent in his case too, from the 
environment where Robert grew up (rural Puerto Rico) to the inner city 
background of the majority of peers with whom Robert was surrounded. 
Lack of language proficiency in English. The last type of discontinuity 
affected those participants whose first language was not English. Some 
participants spent anywhere from 3 years (David) to 22 years (Terry) in their 
birth environment before moving to various locations in the Northeastern United 
States. Each was at a different level of English proficiency. At the time of the 
interviews, Brenda had spoken English regularly for 5 years, Robert for 8 years, 
Thy for 12 years, and Terry for 23 years. The length of time speaking English, as 
well as the amount of time residing in the country where they were born affected 
their perceptions and reactions to various events which occurred during their 
early educational experiences. This was manifested as various forms of 
discontinuity with the dominant school culture. 
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Brenda did not center her responses about her educational experiences 
on her school in Puerto Rico except to say that it was hard and difficult to 
concentrate. She appeared to be concerned most about recounting her 
experiences in the United States that were the “hardest”, after moving here to go 
to an American high school. She had learned “a little bit” of English in Puerto 
Rico, enough to say “chair” and “table”, but was not fluent. Brenda’s parents did 
not speak English, nor did her two younger brothers. To say it was difficult going 
to the public high school was an understatement. 
Sometimes I have trouble talking English, because I forget the words. I 
started high school here so it was kinda hard. I got lost in school and 
didn’t have no friends. I went about a month before school started to take 
a test. But I only knew one teacher because she was the only one giving 
me the test; how much English do I know? I didn’t know nothing, so they 
put me in the bilingual class. When they put me in bilingual courses I met 
a few people there. My teacher was Puerto Rican so she teach me 
English little by little and I made it. 
Brenda realized that the lack of knowledge of English was a barrier to 
making American friends and succeeding in class. But Brenda was a “quick 
study” and learned English more easily than some of the other students in her 
bilingual class. 
I was one of the good students in the class; I learned English faster than 
other students. So I get to help them, so when you help students you 
learn it more. So I was helping them with the English or with things to do 
with class. 
After a year, Brenda was placed in regular classes. She began to make 
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friends and seemed to enjoy classes more. But some words in English still 
alluded her and she still felt like a stranger. 
I didn’t have a lot of friends cause I didn’t know a lot of English, I didn’t 
have a lot of friends until my junior or senior year. I was a little more 
comfortable. I got to practice a lot more, my English and my accent. 
When asked why she was more comfortable, she recalled that the other 
students did not treat the students from the bilingual classes in the regular 
classes the same. 
If I was there in the class and somebody new came in, like they just got 
out of the bilingual class and they put them first year into the regular 
classes, they’re not going to understand everything because the teacher 
talk fast. So I’m going to help them. But the teacher would scream at me 
because I was helping them to understand. And they would say, “do not 
help him”. 
Brenda’s experiences in her high school were centered around learning 
English and being able to speak it well enough to “fit in with the Americans". 
Most of the early experiences she shared were focused on the reaction of peers, 
teachers, and others to her and her differences. There didn’t seem to be a 
smooth transition between the bilingual class and the regular classroom. As 
much as she wanted to get out and “work on her accent and meet more friends” 
she realized that she and other ESL students needed the support of translating 
for one another from time to time. 
Her parents could not help her with her English because they were still 
learning as well. In addition, Brenda indicated she did not have a really close 
relationship with her parents during high school, that “it was hard for them to 
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handle me, I didn’t show respect to them” (which is not any different from most 
teenagers). 
Robert spent his early years in school in Puerto Rico as did Brenda. 
Upon his arrival at his new school in a Northeastern city, Robert was faced with 
a similar situation to that of Brenda. Knowing only a few words in English, 
Robert entered the ninth grade at the mixed inner city high school where he was 
in the majority with other Hispanics and African Americans. 
That’s when my life throughly changed, you know? I was able to pick up 
one or two words and from there process it and get the context of what 
they were talking about and that’s how I started learning. But it was 
scary. Here I am walking through this long hallway, it’s a real big school 
with long hallways, endless hallways. And looking around, big guys, you 
know, real intimidating kids. And here I am, so totally freaked out. 
Unlike Brenda, Robert did not feel as isolated. The first day at the school 
he discovered that he had one friend at the high school “from back home in 
Puerto Rico” who had come to the city the prior year. When he saw him he said, 
“oh God, what a relief. Wow, you know everything light up for me. I was like 
“phew”, I lost ten pounds right there in one shot. So I said, “Dad, look who’s 
there, Al, check it out!” 
Robert’s friend was a real ally because “he had been a problem kid in 
Puerto Rico too”, and was in the ESL classes at the high school where Robert 
was assigned. Robert couldn’t wait to meet the “whole Spanish collection up 
there” as they had an entire hall reserved for those classes. Having one friend 
made the transition easier for Robert. It also helped that most of the school was 
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non-European American, which was similar to the environment to which he was 
accustomed in Puerto Rico. 
So I said to Al,” hey why don’t you hook me up?” so he introduced me to 
his friends. Kids from various rich parents, I met people from Costa Rica, 
Venezuela, Mexico students who were living up here. Puerto Ricans, a 
lot of Puerto Ricans. This school is very balanced for us. 
“Balance” was something that Brenda did not find. Brenda was one of the 
few minorities at her high school and knew no one upon her arrival. Robert, 
however, found an old friend from home at his new school and subsequently met 
a multitude of students who spoke Spanish as a first language. There was not 
as much discontinuity or cultural incompatibility for Robert. The transition, at 
least in the beginning, was easier for Robert as he said, “I had people to write to 
and communicate for, you know to begin with, so that’s a big relief”. 
Robert spent the four years at his high school in the ESL class while 
Brenda was transferred to regular classes after one year. Brenda was forced to 
speak more English in the regular classes, learning new words and working on 
her accent. Robert continued to speak Spanish during classes, reverting to 
English only on those occasions when he was forced to speak to the African 
Americans and few Caucasians in other classes (like physical education). This 
may have accounted for the language problems that plagued Robert even at the 
time of the interviews. 
Robert and Brenda related their pre-college educational experiences from 
the standpoint of how well they spoke the language to their ease and comfort 
level in the new environment of the American high school. 
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Accounts of these participants reflected strong convictions about the 
cultural incompatibility and discontinuity of their past educational experiences 
with their identities as minorities. While some participants held strong beliefs 
concerning the curriculum of their early school experiences, perceived inequity 
of tracking, relationships with peers, and language proficiency, other participants 
did not note discontinuous experiences concerning any of these issues. The 
following participants shared experiences that left the impression that their 
school experiences were not in conflict with their home environment or with their 
cultural identity. 
Continuity with Dominant Culture School System 
Continuity in this context means those participants who appeared to 
conform, comply, or adjust to situations that occurred in their educational 
experiences and did not publicly question the reasons why. For some 
participants, this continuity with the system appeared to be due to (a) lack of 
attentiveness or awareness with the curriculum, and (b) involvement with sports. 
While their parents supported them financially and emotionally at home, these 
same parents were not appear to be as attentive to their educational 
experiences in their school life. 
Lack of attentiveness or awareness with the curricula. John and Quinn 
both grew up in white middle class towns where they were the only minorities in 
their neighborhoods. John and Quinn were active in sports from an early age 
supported by parents who took them to games and played with them at home in 
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the backyard. Their educational experiences were similar, at white schools in 
white neighborhoods. Quinn’s adjustment into the white school system appeared 
to be an easy one, and like John, he became involved in sports. Quinn’s family 
moved into the white neighborhood and a white school district from Colombia, 
South America when Quinn was five years old. He had spent a year in pre¬ 
kindergarten at a different school where he was in the majority. In the beginning, 
Quinn spoke only Spanish but he learned English quickly from a bilingual 
teacher. 
I remember Mrs. Cachika helped me out a lot with English. Spanish was 
what I learned first and spoke at home. My parents are from Colombia 
and I had to learn English from her (Mrs. Cachika) and from my friends. 
School was tough because I had to pick up the language, but I was young 
so it was probably easier. 
When I asked Quinn what he remembered most about his early educational 
experiences he said “Mrs. Cachika and recess”. His recollection of school 
experiences centered around sports participation from soccer to hockey to 
baseball. Very little information was shared about his academic classes. 
School. School hasn’t been that great for me like sports. I could get bad 
grades. Junior high I’d say I was a C+ student all the way through. When 
I got to high school in ninth grade I was a C student just falling down little 
by little. Sophomore year I didn’t do bad, I made honors a couple of times 
cause my parents were starting to get on me about things. But then I 
slacked off in the spring. 
Although Quinn’s parents were not as familiar with the educational system 
as other parents, they did ask how Quinn was doing and tried to keep up with his 
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progress (or lack of). His performance in school off the playing field was less 
than stellar. That’s why this incident that he did share about not being able to 
move up to the advanced placement class for algebra seems almost 
incredulous. 
Seventh to eighth grade there’s this special group of smart people who go 
into composition class and algebra class for the next year. They get 
awarded something at the end of the seventh grade and get into those 
special classes in the eighth grade. So I was supposed to go in both of 
those groups but I met up with my guidance counselor and he called me 
in and said the reason why I’m not there is because of my attitude. And I 
said how can you say that? If I’m smart enough to move on I should be in 
those classes. He said, no, we think that if you’re gonna have trouble 
with it you’ll just give up. We just put a few people in there and we just 
thought you wouldn’t be the right person. From then on I really had a 
negative look at the entire school system. 
When I asked Quinn why he had that “look” he wouldn’t reveal it. He dismissed 
the question and said that he was really ready for that stuff, but he told his 
parents and they said “well, that’s just the way the cookie crumbles” and “they 
don’t know what they missed type of thing”. After that incident, Quinn focused 
on sports and did marginal work in academics. By the time he was interviewed 
for this study, he had recommitted himself to his studies because he knew what 
he had to do to maintain the type of grade point average required to stay in 
college. 
John recounted his early school experiences from the standpoint of 
“having fun in classes’ and not really concentrating on the academic part”. His 
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father, who was Mexican, had been an athlete in college and lettered in track. 
Currently, he was a middle school principal. While his parents were interested 
in John’s progress in school, the focus of that interest was for John to stay in 
school, participate in sports, and eventually go to college. But it appeared to be 
a somewhat "hands-off” approach. The implication for John was there was no 
reason “to rock the boat” and to get “along within the system". If, however, that 
meant pulling John out of that system as a precautionary measure, they did it. 
Even in our small town, there began to be drugs everywhere. After 
elementary school, my parents put me in a Catholic high school, because 
of the drug problems at the public high school. I never did drugs or 
alcohol and I never will. I didn’t want to go to that school but I went. I 
ended up being a behavior problem at the school and rebelling against 
the Brothers because I didn’t want to be there. 
Even though Phil was from a totally different background than John and 
Quinn, I got a similar impression from Phil that the content of school was a non¬ 
issue and no discontinuity was present as far as minority concerns. The issues 
that surfaced with Phil were those of struggle, survival, and growing up without a 
male role model. 
Phil came from an inner city, single parent family where he was in the 
majority culture in the three different schools he attended for most of his early 
years. He related the difficulties he had at school just surviving from day to day. 
I grew up in the inner city and came from a single parent family. I started 
in the public school system, where I was in the majority with other 
Hispanics and African Americans but ended up in the catholic school 
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system before graduating from a public high school. Growing up was 
pretty hard for me without a male in the background. 
Phil’s memories focused on other issues with which he had to contend 
rather than the curriculum of the school system in which he was enrolled. While 
his mother worked several jobs to support them, he did his work without really 
questioning the content. His focus during these interviews about his early 
experiences in school were about survival and getting along day-in and day-out. 
Part of that “survival” appeared to be that of playing a role. 
I was not very, how can I say, I was a class clown. Maybe I would have 
become more of a studious person with a father figure, I don’t know. I got 
retained though and I felt ashamed, I felt I was entertaining people to 
make them laugh to make them feel better. But in the long run it hurt me. 
Phil never addressed the course of study during his elementary and 
secondary school years. He appeared just to be concerned with passing from 
one grade to the other, not really questioning the content of the classes or his 
interest (or non-interest) in what he was learning at the public school. Then, 
after graduating from the eighth grade, Phil went to a Catholic school, but left 
after a year because of getting into trouble. 
I went to a Catholic school but had to leave and attend a public high 
school. They said if I had any problem between sophomore year and 
senior year I would get kicked out regardless if it was the beginning of the 
semester or the middle of the semester, so that was a big chance. I knew 
that I would do my best not to get in trouble but things happen. 
Phil tried out for the football team at the new high school and made the 
team. He became more involved with being on the team and the prestige of it 
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all. Consequently, he lost sight of his priorities again as he did in the fifth grade 
and his grades suffered. Because of that, he had to take an overload his senior 
year in order to graduate on time with his friends. He related how difficult that 
was for him. 
So I had to be at school 8:00-3:00 in the afternoon and I had to go to 
night classes until 7:00. I didn’t leave my house, I did my homework and I 
had to take the bus back from night school, so I would get home at 11:00, 
do my homework, go to bed, wake up and back to the same routine. But I 
was going to do whatever it took, because I know how it felt in the fifth 
grade watching my friends go into the sixth, and I wasn’t going to let that 
happen again. I did graduate, I didn’t have a 4.0, it wasn’t pretty, but I did 
graduate, and that was the main thing. 
I believe because Phil had to work hard in academics, the focus of what 
he was being taught and the relevance of the class content was not an issue. 
His focus was on passing each class and grade level and getting on with his life. 
Phil acknowledged that a high school diploma was his ticket out of the situation 
he was in and the chance at attaining something better. 
Like Phil, Lolita did not address the substance of her early educational 
experiences. She was the first in her family to go to college and related her 
early educational experiences as “good’’ because she liked school. She went to 
small public schools and lived in a “well-mixed neighborhood”. Lolita attended 
school with the same people as were in her neighborhood. 
The town where I grew up is mixed, Portuguese, White, and Cape 
Verdean. Everybody gets along pretty well, you know, but we’ve had 
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some problems like everywhere. I loved school, though. I never wanted 
to miss, I would cry if I couldn’t go to school, if I was sick or missed the 
bus. I got straight A’s through my elementary grades. 
Lolita came from a working class family, the oldest of seven children. 
Having such a large family may have been one reason why her family did not 
place much emphasis on education because they were just trying to put food on 
the table for their children. As Lolita said they were always busy working and 
were ambivalent toward her progress in school. 
I was involved in chorus and in plays and such, but my parents never 
came to see me in anything I did at school. They worked in the cranberry 
bogs. They were always busy. My mother didn’t drive and doesn’t drive 
to this day. And my father would hardly take her to the grocery store, 
much less to see me in some production or to a PTA meeting. I guess 
they just didn’t think it was that important. They really never asked to see 
my report cards. I would show my grades to them though, and they 
thought I was doing OK, but they never asked to see them. 
Like Phil’s mother, Lolita’s family worked very hard. Putting in long hours 
left limited time to talk about anything of substance concerning school. Just the 
knowledge that “I was going to school and doing what I was supposed to do was 
enough”. Reflecting on her educational experiences, high school was a 
traumatic time for Lolita because “I started hanging out with the wrong crowd. I 
went from being a nerd to being a delinquent. I went from getting A’s to not 
getting good grades. But I eventually pulled myself out of it and got on with my 
life before I graduated". 
With the school system in which Lolita was enrolled, because it was well- 
mixed, issues of discontinuity between what the students learned in school and 
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“who” they were at home were not pertinent to Lolita. Lolita shared the fact that 
she would “go with the flow” of the moment and was primarily interested in the 
social aspects of her early school experiences. John and Quinn were content to 
participate in sports and put academics at the bottom of their priority list. Phil 
had a goal to achieve and adversity to overcome in order to attain his goal. He 
had to take one step at a time toward his objective but found the best way to do 
it was without really looking deeper at the foundation of those steps. 
Soorts involvement as a central focus. Like Quinn, John had been an 
athlete most of his life and just enjoyed “playing at anything” since he described 
himself as “a big kid and I probably always will be”. When asked about his 
educational experiences and classes in school he described physical education 
classes because “the others I just don’t really remember” From the way he 
described his classes it was “survival of the most active”. 
I really don’t know how I got through school except for playing sports from 
Day 1. I had to play at everything, I hated just sitting in a classroom, even 
in high school. I knew I was happier moving around. I was aggressive 
and athletic and I just liked to play anything that was thrown at me, you 
know? That’s how I survived. 
The “rebellion” as John recalled included such things as talking back, not 
doing some of his homework, and skipping a few classes. The hub of his school 
life was still sports and playing on the volleyball team. John appeared to be 
coasting, not worrying about anything in particular, except for when the “next 
game was going to be” or “when I could go to the mall and play in the Toys ’R Us 
store". Only when he was in the last semester of his senior year did John begin 
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to think about what he was going to do next. This was initiated by a college 
coach approaching John with the possibility of playing college volleyball. 
Because of John and Quinn’s interest and preoccupation with sports and 
the non-assertive attitude of their parents toward the course of study in the 
school, issues of curricula, the dominant culture, and its relevance to them as 
minorities were not a concern for them as they were for Carmen, Shannon, 
Jasmine, and Ramond. 
Cooing Strategies 
It is common for all preservice teachers to experience anxiety and tension 
about the demands of college life within a particular teacher education program. 
These concerns may include such things as the content of the program, grades, 
interactions with peers and teachers, as well as the availability of a social life 
and making friends. 
In teacher education programs at predominantly white institutions, most 
European American preservice teachers do not experience any discontinuity 
between the curricula and their cultural heritage because most courses are 
taught from a dominant “white” perspective. Also, since English is the first 
language of the majority of preservice teachers, reading, comprehending, and 
speaking the language is second nature. In addition, few feelings of alienation 
are experienced by the majority of white preservice teachers and are not 
because they are cultural minorities in their classes. In fact, in many 
classrooms, a collegial comfort level can be found since the majority of 
preservice teachers are surrounded by others from the same cultural 
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background. Since this is true, European American preservice teachers will 
often find a universal “support system” within the confines of their teacher 
education program and do not have to depend on the institution to offer other 
options for developing and maintaining positive peer or social relationships. 
In contrast, from the perspectives of the minority participants in this study, 
an entirely different picture exists. These participants identified numerous daily 
anxieties with which they had to contend that European American preservice 
teachers simply do not face. These included (a) feelings of discontinuity between 
the curriculum of the program and their cultural heritage, (b) inability to speak 
English effectively because it was their second language, (c) feelings of 
alienation due to the lack of support organizations or programs for minorities, 
and (d) feelings of isolation since they were the only or one of a few minorities in 
their program or classes. 
As ethnic minorities enrolled in school systems and teacher education 
programs that are predominantly white, these participants used various coping 
strategies to address the above issues. Coping strategies are defined in this 
study as those behaviors or actions viewed as necessary by a cultural minority 
which allow one to persist, adjust, and contend with the rigors of academic and 
social life within in a dominant society. 
Although the participants themselves did not always overtly identify these 
actions as “coping strategies” most of the behaviors discussed below are terms 
coined by the participants. Coping strategies used most often can be 
represented in two major categories of cultural introversion and cultural 
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immersion at opposite ends of the continuum shown in Figure 2. Participants 
used cultural introversion and cultural immersion when interacting with peers, 
teachers, and staff about issues at school, teacher education curricula, and 
society in general. 
Clearly, some participants were purposeful in their actions, deliberately 
choosing to use a particular action along the continuum. At the same time, I did 
not believe some of the other participants consciously identified the actions they 
related to me during their interviews as coping strategies. 
CULTURAL INTROVERSION CULTURAL IMMERSION 
(Reactive-Self-protective) (Proactive-Empowered) 
Distancing 
Ignoring 
Observing 
Adapting 
Masquerading 
Intervening 
Joining minority organizations 
Tutoring 
Tailoring assignments 
Language Intimacy 
Figure 2. Cultural introversion-cultural immersion coping strategies 
Cultural Introversion 
Cultural introversion is a set of reactive coping strategies used by cultural 
minorities to keep their cultural backgrounds, beliefs, attitudes, and differences 
“to themselves” when they are unwilling to advertise, advocate, or celebrate 
those differences with the majority/dominant culture openly. It is reactive 
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because these behaviors tend to be defensive actions in direct response to a 
stimulus introduced by the dominant society. 
Participants who used cultural introversion as a coping strategy 
submerged aspects of their minority identity by outwardly conforming to or 
complying with the structure of the dominant culture. This term is used in a 
different way from cultural inversion, a phenomenon defined by Fordham and 
Ogbu (1986) as the resistance of minorities to acquire and demonstrate the 
culture and the cognitive styles of the dominant group. The participants used 
coping strategies representing cultural introversion for various reasons and to 
different degrees in order to contend with the pressures and incongruencies of 
the dominant context in which they found themselves. Coping strategies 
supporting cultural introversion included (a) distancing, (b) ignoring, (c) 
observing, (d) adapting, and (e) masquerading. Participants who used these are 
shown in Table 4. 
Distancing. Distancing, the behavior at the far left of the continuum in Table 
4 is the withdrawal from a group or individual of the same minority culture (or 
perhaps other minorities) by means of physical or verbal disassociation. Several 
participants exhibited this type of behavior. This behavior was very evident. 
Brenda did not want to be associated with “too many Hispanics” who “were 
always, always, always getting into trouble and going to the office”. In this case, 
Brenda distanced herself from other Puerto Rican students whom she described 
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Table 4. Cultural Introversion Coping Strategies 
Participant Distancing Ignoring Observing Adapting Masquerading 
Brenda X 
Carmen X X 
David X X 
Jasmine X X 
John X X 
Kai 
Lena X X 
Lolita X 
Phil X 
Quinn X X X 
Ramond X X 
Robert X 
Shannon 
Terry X X 
Thy X 
as “loud and pushy” because she perceived the administration at her high school 
to be less accepting of Hispanic students than of their European American 
peers. 
I had trouble, like I said before, with the language and the questions; 
some of them I still don’t understand. There was one secretary at the 
school who didn’t like us (Puerto Rican students). Maybe they get tired of 
so many Hispanics in the school. But I just don’t pay no attention. I was 
one of those students that wouldn’t pay no attention at all. I never say 
nothing. I never say nothing at all. 
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Brenda went on to say how some of the other Puerto Rican students 
would talk back or take up for themselves, but she tried “to stay shut”. Brenda 
was not one to get into trouble, and when she found herself in group situations, 
she would distance herself from the other Hispanics by ignoring rude comments 
or disparaging remarks made by other individuals toward the Puerto Rican 
students in the school. In addition, because Brenda was struggling with English 
as her second language, she did not know how to say what she wanted in 
defense of herself, her friends, or culture in a respectful way as opposed to 
being confrontational like the other Hispanic students. Brenda was driven to do 
well in school and would do whatever she had to do to achieve that goal. Thus, 
her way of dealing with the principal, teachers, or secretary in these particular 
instances was to distance herself from the other students and walk away. 
Like Brenda, Lena’s primary motivation for distancing as a coping strategy 
was a desire to be thought of separately from negative stereotypes of African 
Americans in her high school. When Lena moved from the Northeast to a major 
city in the South, she found that the majority of African Americans in her school 
were in remedial classes, came from economically disadvantaged families, and 
spoke differently than she. Lena reported several encounters with African 
American peers who questioned why she was lighter skinned than they were, 
why she had an Hispanic last name, and why she “talked like a white person.” 
Because of the disparity between the socio-economic and educational levels of 
Lena and the other students, Lena began hanging out with Hispanic and 
Caucasian students. She “began to ignore all Blacks, because I didn’t want to 
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be bothered”. She proceeded to purposely identify with her Hispanic side and 
discount her African American heritage. This attitude became even stronger 
after an altercation with the only black teacher she would ever have. 
I remember they called it ‘counts”; you’d have to stand up and say how 
many white students and black students were in the class. And my 
mother had told me to always stand up for “other” because you are mixed. 
So when I didn’t stand up for Blacks she (the teacher) looked at me and 
said, “Lena, didn’t you hear me?” I said “yes, I heard you but I’m half 
Black and half Hispanic, I’m ‘other’”. And she said, “well, you look like 
you’re Black to me so I’m going to put you down as Black”. 
Lena went on to say how she insisted that she be listed as “other”. After 
class the teacher commented that “oh, you think you’re so good because you 
have a little bit of Hispanic blood in you, but you’re still a nigger”. Since then, 
Lena has perceived Blacks in a disapproving way and has discounted that part 
of her heritage because she said her mother had always told her that education 
was very important and she had always been a good student. In Lena’s opinion, 
the majority of Black students at this particular school did not represent “good 
students” as she viewed herself, so Lena chose not to associate with them. 
In another incident that occurred later in Lena’s life, she used distancing 
once again, but this time as a way of communicating successfully with a group of 
Caucasians in her teacher education program. Lena remarked that this was one 
of the first times that she had taken any initiative in this particular class. Lena 
was worried about how she might “come across” in her debate with them. She 
related what she thought they may be thinking about her with respect to 
experiences they may have had with minorities in the past. Lena made it clear 
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that “what she said and how she said it” must be in a positive and non¬ 
threatening way. 
So then they looked at me and I don’t know if they thought I was going to 
come out and be violent; I think that’s what they think. So I did not want 
to fit into their stereotyping of minority people, if I come off loud. You 
know I’ve heard comments before, like you know what they’re like, they’re 
loud and they want to fight or whatever. You know I’ve heard those 
stereotypes before. ‘Cause I’ve actually said them before myself. 
In this way, Lena admitted to her own personal distancing behaviors 
related to past experiences with African Americans. She distanced more 
successfully from other minorities in this situation by reminding herself that in the 
past, she had actually shared some of the same stereotypes of African 
Americans with the dominant culture and in doing so distanced herself from her 
own kind. 
David, a Jamaican, used distancing as a coping behavior to contend with 
the majority culture with which he usually surrounded himself. The only cultural 
connection with his heritage that David made regularly was as a disc jockey with 
a radio station that would play African music at a local dance club about once 
every two weeks . Although David emphasized how he liked to play music, he 
also indicated that he stayed away from groups that included all minorities 
because they tended “to make jokes and put down Whites a lot”. He compared 
being a minority in a majority situation (as a student at Tyler) to being a member 
of the majority. 
It’s really better to be in this situation at Tyler (as a minority) because 
when you’re with other minorities there tends to be negative talk about 
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other races and I try not to get involved with that stuff. I like to make my 
own judgments about people. 
Despite coming from a culturally diverse high school where African 
Americans and Hispanics were in the majority, David was accustomed to being 
around European Americans as well as minority peers in a sports environment 
where teamwork, positive statements, and fairplay were stressed. To David, it 
appeared incongruous that one should make disparaging comments about 
another because of their race or ethnicity. 
In yet another instance of distancing, Terry, a Spaniard, talked about the 
incompatibility she felt being one of the few “provincial girls from the villages” 
with the “other girls from the city” at the boarding school she attended in Spain. 
We were all from Spain, of course, but the girls from the big metropolitan 
city were there, the most obnoxious ones. They were more sophisticated 
than us. They wore makeup, they knew more about things that we had no 
idea, and the clothes they brought on the first day of school, they were 
also more fashionable than us. All these girls had a very strong 
superiority complex when it came to looks, not to intellect. So I guess I 
made up for it by getting a reputation for being intellectual; they actually 
used to call me “the brain”. 
On the surface, Terry found little in common with the sophisticated, 
glamorous, more “physically mature” girls from the city. She coped with this by 
distancing herself even further from their “light-headed, silly ways” by excelling 
in her studies. In order to counteract the effects of disparaging comments made 
by the “city girls” with regard to her physical presence and comments from 
others about her rural background, Terry developed a very strong will and 
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became outspoken about everything. She emphasized her willingness to “stand 
up for her rights” at every opportunity. 
I contested whatever was being said, I would contest it. And basically 
because the priest (who came to teach religion which was mandatory at 
that time in all the schools) was very foolish, of course. He would make 
derogatory comments about the people, the villages. Obviously I came 
from the villages; I had to defend my people and be fresh about it. Even 
though I was young, I was strong willed. I knew I had to stand up for my 
rights. I also knew I was small. These girls were really big and 
developed, so imagine being in a bathroom and rooms with four 
bunkbeds; and these girls were very cruel. There was another girl from 
the province built very much like me, no boobs, no nothing. 
Even though Terry was young at the time (15), she worked consciously at 
distancing herself from what she viewed as foolish statements and inane 
behavior from others, no matter the status of the offender (a priest) or the cost 
(disciplinary action from the head mistress). Instead of trying to be accepted into 
the inner circle of the majority (the city girls) or being silent when the priest 
criticized her hometown, Terry distanced herself from these two factions by 
accentuating positive characteristics about herself that were different from the 
majority of students and the way of thinking at the school. 
In another example of this coping behavior, Quinn self-identified as 
Colombian, distanced in order to suppress his anger as he recalled a telephone 
conversation he had with the director of the minority organization at Tyler 
College who invited Quinn to become involved with the club. 
I told him, “I refuse”. I’ve gotten letters in the mail and the guy would keep 
calling me up and stuff and I’d just say “get out of my face, I don’t want to 
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do that”. Because it’s all in their heads, you know. Like I don’t know 
exactly what they do. I think it would be a waste of time. I never asked 
him what he, what he had to offer to me or what I had to offer to him, but 
whatever, I don’t want to be part of that. It’s just that if you stand out like 
that, you’re almost too proud. I think by looking at me you can tell I’m a 
minority and if you can’t tell, then that’s better. 
During the interviews, Quinn used distancing with me as well. At one 
point, after disregarding several probing questions about what it was like to be a 
minority, I finally asked him point blank if he really wanted to be a participant in 
the study. He responded amiably with “would you like to know how I deal with 
people who are minorities”? 
As he talked about experiences related to sports in which he was heavily 
involved in high school and college, he distanced himself from negative 
stereotypes by actually propagating those same stereotypes that he abhorred. 
One part that I think I’m really bad at is umm, in wrestling, wrestling Black 
people. They just, they’re different, they’re slippery. They really are and 
it’s just the simplest way to put it. That is the only time where I really hate 
to be with someone like that, but other than that I’m fine-as long as 
there’s no touching involved. 
Clearly Quinn became quite expert at distancing behaviors that kept 
him from physical contact with other minorities (sports) as well as on a cognitive 
level (working within the minority organization). 
While Brenda, Lena, and Terry each used distancing as an act of cultural 
introversion to disassociate themselves with what they viewed as less than 
desirable features of their peers, they did so in slightly different ways. Brenda 
saw the negative reaction of the administration and the staff toward the majority 
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of Hispanics in her school. She distanced herself by being quieter, less 
confrontational, and doing her work. 
Both Lena and Terry had social class discontinuities which were central to 
their reasons for distancing. Lena viewed herself as smarter, from a higher 
socioeconomic level, with more parental support, and having had more 
educational opportunities than her classmates. So she merely discounted the 
African American part of her heritage because the African Americans with whom 
she had been associated had not shared similar experiences. 
Terry recognized that she was from a hard working family with a strong 
moral background and had few opportunities to experience big city ways. She 
believed she had more intellectual capacity than her classmates and 
demonstrated it whenever possible. Unlike Brenda, and to a greater extent than 
Lena, Terry purposely chose assertive, positive behaviors to counteract the 
incongruent factors surrounding her, for example, being extremely outspoken 
and using her brain to become “more intellectual”. 
Quinn appeared to distance himself from not only the negative 
stereotypes associated with being a minority, but also from identifying openly as 
a member of a cultural minority. David’s distancing behaviors kept him from 
environments where other minorities made critical comments about European 
Americans, of whom many were his friends and teammates. Distancing in this 
situation kept David from making a difficult choice between advocating for those 
groups who were being disparaged or remaining silent. While distancing worked 
for several participants, participants in other situations chose instead to ignore. 
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Ignoring. The next behavior representing cultural introversion is ignoring. 
Ignoring occurred when a member of a cultural minority deliberately or 
unconsciously disregarded culturally incongruent practices, comments, actions, 
or references by the dominant society toward individuals in the cultural minority. 
Participants who exhibited this behavior did so for a number of reasons. 
Jasmine, an African American, ignored incongruencies between the 
teacher education program and her cultural background. She questioned the 
lack of multicultural content in several of her classes, but secretly -- only to 
herself, her family, or in the interviews but never publicly within the teacher 
education program or college. Jasmine believed the most important priority for 
her was to finish the program, graduate, and get on with her life. In her mind, 
she believed the best way to do that was to ignore the importance she placed on 
having a multicultural focus in her education classes. 
Jasmine stressed that she had to restrain herself from voicing her 
opinions because if she did “make waves” and attempt to suggest other options 
for assignments and papers, the professors in the program would not look 
favorably on her. Essentially, they had the power, they were a “part of the 
system-the man” and she perceived herself as an outsider to that system. 
I'm an ignorer. You wouldn’t believe how well I can ignore. I know what 
have to do to get through this and then get my master’s one day at a 
Black college. I just go to classes, do my work, and go home to my little 
boy. 
Jasmine repeated the essence of this statement frequently during the 
interviews. She explained her reasons for using this coping behavior to be that 
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all her professors in the program were white and really had “no background or 
real interest in providing those opportunities (multicultural) for us”. Although 
Jasmine was very proud of her heritage, she remained silent in class because 
she perceived the consequences of speaking up as the only minority in her 
program “are not worth it”. For reasons of personal well-being and professional 
gain, Jasmine chose to ignore the paucity of assignments, readings, and 
discussions about multicultural authors and historical events. Ignoring was 
Jasmine’s way of coping. 
John, of Mexican-lrish heritage, provided examples of incidents where he 
used ignoring as a coping behavior to demonstrate cultural introversion. 
One day out of the blue in middle school, kids started calling me a “spic” 
and stuff like that, and right then and there I started thinking, “whoa”, like 
it never really hit me that I was a minority. I always thought that people 
accepted me. 
John was taken aback by these comments because his parents had not 
prepared him for the possible ramifications of being a minority in the mainly 
European American neighborhood in which he lived and the predominantly 
White school he attended. John ignored “racist” comments initially because he 
didn’t know how to respond. 
And then I talked to my dad and he was like, uh, “don’t worry about it, they 
just don’t know. They’re just not smart enough. You’re smarter than they 
are, you’re just more mature, give it time”. 
Soon, these types of malicious remarks continued with more frequency. Not 
long after this incident happened at school, John related an experience that 
occurred at an entertainment park where he had a summer job. 
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This customer comes up to me at the go-cart track and says that the balls 
in the machine at the batting cage were stuck and said, “hey yo, can you 
go fix this machine”? And so I went around back and it took me a couple 
of minutes because it was really jammed up and I had to practically take it 
apart and stuff. And this guy’s like, “hey yo Jose, hey Juan, hey 
Phillippe”, you know calling me all of these Spanish names, “are we going 
to get to hit tonight, you know what’s going on you dumb...”, he’s calling 
me all of these names, all of these racial names. He called me a “spic” 
and I swear if there wasn’t a cage there... but I had finished and I just said 
“go ahead and hit”. 
Essentially, John chose to ignore the comments the customer made, even 
though they did make him angry and few people had ever talked to him like that. 
He remarked that he had always been calm and rational about these things and 
said to himself, “all right, he’s just ignorant, he doesn’t know, he must come from 
a different area”. John seemed to be echoing his father’s comments as he 
related this incident to me and added “I tried to think about it rationally”. 
Even though John took an outwardly passive stance in this situation, he 
did walk in and tell the manager (I suppose this was the substitute for his father 
in this context). 
I went into the manager and he said, “all right, just let them leave, you 
know he’ll leave. He’s an idiot, he’ll be out of here and you’ll never see 
him again. Go take your dinner break now”. So I went and just cooled 
off. 
From these early encounters with members of the dominant society both in 
school and at the entertainment park, John's perceptions of the best way to deal 
with negative comments about his minority identity was to ignore them. He was 
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merely modeling what his father probably did in similar circumstances and what 
his boss rationalized was the best course of action. 
Heretofore, strategies to enable John to deal effectively with this issue 
had not been voluntarily brought up at home. Since there were so few minorities 
in his community, the manager did not feel it was personally or professionally 
relevant for him to be an advocate in this instance. Quickly, ignoring became a 
habit that John developed as one method to successfully cope with disparaging 
comments made by others. 
In the same way that Jasmine elected to ignore the absence of culturally 
congruent curriculum in her teacher education program at Powell State, Lena 
recounted how she ignored her classmates “ignoring her” as the only minority in 
her program at Flanders College during cooperative group work. 
And when we do table discussions for a long time when I would make a 
comment, it’s like they ignored what I said. To me I thought, “Lena, 
maybe you’re just being overly sensitive”. But the recorder in the group or 
no one else would write down my response or acknowledge me 
whatsoever. And the other three girls in the same group, like they shun 
away and I said, “ well, maybe it’s just them, maybe they’re just hard to 
get to know”. 
At that point, Lena did not feel inclined to address the problem and 
continued to ignore it because “basically, I don’t want them to see me as overly 
sensitive, not a troublemaker, basically”. When other situations arose where 
Lena’s peers would ignore her by turning away or responding to Lena’s 
comments with silence, she did admit, “and I know myself, at that moment I know 
if I was to say something, I would be really livid, so I just forgot it”. 
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Like John, Lena also went to a family member when she was concerned 
about feeling isolated and hurt by others and like John, the advice that her 
grandmother gave her sounded like the same “recipe” John’s father had 
suggested to him. 
She said, “Lena, there’s going to be times when you are going to feel that 
way (isolated)”. But she said, “don’t let them make you feel uneasy. Just 
go along with it. Go with the flow, there’s going to be other times where 
you might be uncomfortable, but don’t make yourself seem less of a 
person”. ‘Cause at one point I thought to myself, “well maybe the 
comments that I am making are kinda stupid, you know”. So I was like 
“OK”, and I never said anything. 
As Lena recalled these incidents she appeared to be proud of the way 
that she had withheld her true feelings and ignored these situations. Actually, 
she commented on how “good at it” (ignoring) she had become. 
And in most of my classes, I am the only minority so when we work in 
small groups and things like this start to happen, and to be honest, I’m 
good at it; they’ll think I’m doing my work and they think I’m reading and 
they’re talking and I’m listening and I’m overhearing their conversations or 
whatever and I don’t think they’ve had any contact with minorities period. 
So they really didn’t know how to act. Sometimes I really want to be mad 
at them, but I can’t because they’re just clueless. 
Through her grandmother’s support and her own desire not “to make 
waves”, Lena had somehow legitimized and rationalized not only her own 
behavior for ignoring comments and actions from her peers, but the reasons 
why her peers may have been iustifed in ignoring her! 
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As far as peers were concerned, Quinn used ignoring behaviors fairly 
successfully. Quinn revealed that whenever possible, he would discount 
uncomfortable situations and, like John, had little experience in problem 
solving and dealing with the particulars. With parents speaking English as a 
second language and trying to acclimate into a predominantly white 
neighborhood and school system, Quinn could be described as an ignorer 
and even culturally ambivalent (Diawara, 1993). Quinn expressed, “life is just 
all in the mind. If you think there’s discrimination going on, it’s ‘cause you 
think it. If you don’t want to pay attention to those bozos then you don’t have 
to. That’s it”. 
When speaking about his best friend in the teacher education program, 
Mark, a Caucasian, Quinn related how he had not excelled in the program to 
the same extent as Mark and ultimately how that made him feel. 
I never, I get the same grades as anybody else, sometimes good, 
sometimes better, sometimes worse. I do my best and I am competitive 
with Mark. When we were teaching together during the secondary field 
experiences, it was all competition to see who could get the higher grade 
and he won last year. I felt I really failed so now I’m trying to stay away 
from competition, so I won’t feel as bad. But, maybe he looks at me like 
“you know, he’s a spic”, whatever, you know? Maybe he does, but I don’t 
want to know if he looks at me like that ‘cause I don’t care, ‘cause I’m 
better. 
These four participants chose to use ignoring because it was 
advantageous and had worked successfully for them in the past. Jasmine’s 
priorities had changed since she had a son. Although she still set her sights on 
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going away to a Black college for a masters degree, she still believed in 
graduating from Powell State with good grades. Ignoring issues that were 
central to her beliefs was difficult at times, but crucial to her success from her 
standpoint. 
Essentially, John ignored because he was unaccustomed to what he was 
hearing from peers and others and did not know how else to react. In addition, 
ignoring was harmless and it didn’t attract attention. Because of Quinn’s attitude 
and philosophy on life, ignoring seemed to suit him best as a way to cope. Lena 
had been personally struggling over recognizing her own African American 
heritage and had inner conflicts about that issue similar to those held by her 
European American peers. 
Observing. Observing is the third behavior on the cultural introversion 
end of the continuum. Observing can be defined as an outwardly passive, but 
cognitively active behavior whereby an individual from the cultural minority 
attends to, but does not openly react to a situation that occurs within the 
dominant society, and filters needed information to use in a verbal or non-verbal 
way at a later time. 
Jasmine was very articulate and bright and I believe this had a great deal to 
do with how well she used the coping behavior of observing. Jasmine explained 
how she constantly took mental notes to keep as reminders of what “to do” and 
what “not to do” in the future when she had a class of her own. Observing was a 
way to address the discontinuity between Jasmine’s preservice teacher 
education program and her personal and professional beliefs about what a 
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teacher education curriculum should include. The few times, however, that 
multicultural assignments were included in one of her methods classes, she kept 
her disappointment to herself: 
I don’t think she even knows about what to choose because she gave us 
this list to choose from and for Native American poems they have to do 
with stuff like actual stereotypes of Indians with teepees and like I was so 
upset I couldn’t even keep on. She thought they were multicultural 
because they had pictures of tomahawks and feathers and stuff; that’s 
multicultural? Right! I was so upset when I saw that, I just closed the 
book, I just closed the book. 
Jasmine was the only minority in her class and kept to herself. It was 
clear that even though she got along “all right” in class, she really did not have 
anything in common with what was being taught, with her peers, or with the 
professors. 
I don’t really let things get to me. I just watch and take it all in. I’m really 
just a passive person. I never get into a fight, either physical or use 
words. I don’t know if that’s because I’m more open-minded to certain 
things and try to listen to all issues, I’m not quick to make assumptions, I 
don’t let things get to me and I really don’t care what people think of me. 
Ramond, an African American, was absorbed in his cultural background 
from the support and education he received at home. Insightful enough to know 
when to use the system to get ahead in his education, he was an astute 
observer, realizing that using this passive, yet cognitively active behavior was 
what he needed. 
Ramond was between two worlds, the white context of his classroom during 
the day and his Black friends and Dominican Republic neighborhood outside of 
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school. Ramond recalled everything that happened in his white classroom and 
observed from an early age what he perceived as the discontinuities of a system 
that did not allow minorities to excel. 
I remember looking around at how the classrooms were set up and where 
everybody always sat, like up until seventh grade when I was in the 
accelerated classroom and my friends were in the remedial class, set off 
to the other end of the building. And in high school the teacher would 
separate all the Blacks at different corners of the room. They felt isolated, 
they were not set up to succeed. They were out of the range of where the 
teacher talked to the other students. 
He did not speak out at that time, as he realized his coping behavior of 
observing would assist him as he went through the “white system”. Ramond 
presumed that if he did not get good grades, he would be viewed as the Black 
male who did not deserve to be in an accelerated class -- and he knew he was 
deserving. He referred to himself as an “actor” playing a certain role when 
needed in order to get by in the “white world”. 
Before Carmen recognized her Puerto Rican identity as critical to who she 
was as a person, and prior to speaking out about it, she related how she coped 
through observing with what she saw as injustices in the program or disparaging 
comments made by others. 
I was always watching what people said, you know? The body language, 
I paid attention to that. The way they thought about what they talked 
about. Like facial expressions they would, I don’t know, there was 
something about the way they would just look. 
Carmen spent her first year in the teacher education program as an 
observer, but after “coming out” as a Puerto Rican, she became very verbal and 
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would respond openly, at any time. The coping behavior of observing served 
her well the first year in the teacher education program as a study in human 
nature. 
Jasmine, Ramond, and Carmen were three participants who were 
culturally aware and intensely proud of their background and cultural heritage. 
Accepting of who they were, they made no excuses, neither did they have to. 
They were bright, educated, and assertive. Using their skills of observation, 
they learned a great deal about their classes, teachers and peers, that many of 
the other participants may have missed. 
Adapting. Adapting is the fourth coping behavior on the cultural 
introversion continuum. It is used by a cultural minority to consciously modify or 
vary their individual style or worldview to conform within the context of the 
dominant society while still retaining a strong sense of their own primary culture. 
Adapting described how Phil contended with the situation in which he found 
himself at Tyler College. A Puerto Rican, Phil believed he was an expert at 
adapting to the majority white culture and emphasized the struggles and 
sacrifices he had overcome to “be where I am today”. 
I’m the type of person who adapts to things. I don’t like to make excuses. 
Coming from Center City, I mean, people say if you can make it there, 
you can make it anywhere, which is definitely true. I think that the 
environment that I was brought up in affects me that I could adapt very 
quickly, very quickly. That’s like uh, an insect who is being attacked could 
adapt to the color of its environment. That’s how I am. Instead of being 
attacked, I could just adapt to it. 
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Phil did however, have a very difficult time when he came to Tyler College 
as a freshman. Coming from an African American and Hispanic neighborhood 
and schools, it was a shock to find himself in the minority at a predominantly 
white college. 
When I first got here, I felt like everybody was watching me. Coming to 
Tyler, I didn’t realize how many minorities weren’t here, but like I said, I 
adapt and I didn’t come here to make friends, I came here to get an 
education. 
Quickly he learned to “adapt and roll with the punches” so it did not seem 
that he was “always being watched or watching other people” all the time. 
Now when I go into a classroom, I kind of look to see who’s in the class, 
but that’s not the main focus, like it was when I first got here. Like I said, 
I’m quick to adapt. 
While Phil did not ignore his heritage, discussion and celebration of his 
cultural background were reserved for meetings with the minority organization on 
campus and when the context was non-threatening to him as a minority. 
Masquerading. A fifth coping behavior that was used by the participants 
was masquerading. Masquerading occurred for cultural minorities who joined or 
united with the dominant society’s traditions, celebrations, and way of life for 
whatever reason so they relate more with the dominant culture than with their 
own cultural identity. 
David, a Jamaican, appeared to be extremely concerned about 
conforming to any situation in order to play competitive sports. Even though he 
came from early school experiences where he was in the majority culture, at 
Tyler College David was in the minority. Sports had always been a major 
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influence on his life, and his four high school coaches (one African American 
and three European Americans) had been surrogate parents to him. David did 
not feel any discontinuity between home and school. The majority of David’s 
roommates had been European American (from Vermont and Maine) and, at the 
time of the interviews, David was dating a European American undergraduate. 
David believed he had to deal with his “minority culture” only when he 
went to Jamaica to see his father or when he talked to Black football recruits at 
Tyler and mentioned the fact that they would be in the minority there. David was 
popular with teachers, was recognized for being on the football team, and he 
believed he had adjusted well to the environment of the majority culture. 
I don’t let that stuff bother me. I like it here. The only thing I saw that I 
didn’t like about the campus when I got here was that it was in the winter 
and it was snowy and icy and stuff. Students here are up-front and we 
may be in the minority here but the city is actually in the majority. 
I believe David was unaware of his coping strategies because he was so 
focused on sports and achieving in school. David had already blended in with 
the dominant culture for the sake of his sports participation and for the good of 
the team. Keeping sports and the “team” a top priority, David rarely socialized 
outside of this context as much as he might have had he not been so motivated. 
Thy’s masquerading, on the other hand, was almost forced by his 
adoptive mother who wanted him to blend in quickly. She thought that Thy 
should speak English properly immediately, and lose his Cambodian accent. 
Thy related how several times a day she would make him practice his English 
pronunciation in front of a mirror and how “embarrassing” this practice was for 
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him. He was 18 at the time when he came to this country and this was 
something that he perceived that one would “do with a child”. 
Thy commented how his mother and father would constantly talk about his 
accent and how he needed to “lose it” in order to be successful in school and 
make friends. Otherwise, they said, “teachers and the other students in class 
will not be able to understand you”. At that time, Thy became more withdrawn, 
ignored comments such as these, and began to try harder to blend in and adapt 
to this strange new environment. 
John (Mexican-lrish) and Quinn (Colombian) appeared to masquerade 
effectively at Tyler College. They had become accustomed to blending in during 
their early educational experiences and continued into their college years as a 
preservice teacher. John and Quinn coped with racist remarks and comments 
from their friends (European American) about other minorities by not 
acknowledging the comments in their efforts to masquerade. 
Both John and Quinn recounted incidents where this happened numerous 
times in their company. Instead of being a cultural advocate for the group that 
was being disparaged by their friends, John coped by saying nothing and 
“pretending not to hear it unless it got really bad “ and Quinn stayed silent 
“unless they went too far”. It was as if during these particular instances John 
and Quinn coped with the situation by masquerading with the guilty parties and 
did not project themselves as minorities or take a stance as advocate. 
The cost to them of masquerading with the environment and being 
popular, successful in sports, and having friends to hang around with was to 
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keep their minority identity low key. When issues about minorities came up, they 
shined up their White persona, pocketed their minority identities, ignored what 
people said, and blended in with the dominant culture. 
In contrast, Lolita believed she had to masquerade. Lolita blended into 
the dominant culture for survival, not only as one of the few minorities in 
engineering, but as one of the few women as well. She grew up in a mixed 
environment with little emphasis from home on her cultural background. People 
outside Lolita’s community would remark on her looks, unsure of “what I am”, but 
she did not feel the need to advertise or advocate her Cape Verdean heritage. 
Most of her friends outside of school were white including the boyfriend with 
whom she was currently living. Prior to her teaching career, she was offered an 
engineering scholarship to a Northeastern university. Since the field of 
engineering was dominated by the white culture, with mostly European American 
professors and white classmates, Lolita believed she had to blend in. 
When Lolita was not successful finding an engineering job, she changed 
career paths. As a substitute in a local high school, she was one of a few 
minority teachers and entered a teacher education program where she was in 
the minority as well. I believe Lolita had always been culturally introverted 
(perhaps from an environment that was so culturally ambiguous that the 
uniqueness of each culture within her community was lost or downplayed) and 
therefore masquerading blending in came easily to her. 
Terry also masqueraded for survival. She tried to get a job upon arriving 
in the Northeast, but her command of the English language was still not 
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complete. Terry related how she rarely spoke Spanish at home with her husband 
and really tried to lose her “strong accent” in order to prove herself to potential 
employers as someone who could do the job. In addition, the community in 
which she moved had a large Puerto Rican population who resided in low rent 
housing and accepted public assistance. Because Terry did have an accent, 
she did not want the Caucasians where she was applying for employment to 
mistake her for someone who was “not educated”. Thus, instead of promoting 
her Spanish background, she felt the best course was to masquerade and try to 
blend in with the white culture of the community. 
Another participant, Robert, had an unusually strong accent when he 
spoke English and was somewhat inarticulate in his native tongue as well. As a 
way of being accepted and blending in to the new school, Robert would ignore 
incidents where a teacher or students could not pronounce his Puerto Rican 
surname. Because people could not or would not refer to him by his given name, 
he resigned himself to being called “Junior”. He did not object outwardly to this 
“Americanized” name, but it bothered him. In his mind, however, being called 
Junior was better than not being referred to at all and allowed him to blend in 
with minimum fuss. 
Robert increased his masquerading behavior in his teacher education 
program when he discovered he was the only minority in a cohort group who 
shared the same classes with the same instructors. In high school, he had been 
among the majority in his ESL classes, but teacher education was different. 
With assignments, discussions, presentations, and group work all in English, he 
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tried to downplay his heritage and felt uncomfortable speaking in class. He 
noticed that classmates would laugh and pretend not to understand what he was 
attempting to say. 
Robert became an effective ignorer of these reactions from his peers and 
attempted to masquerade and “blend in” with the other European Americans in 
the group who did not join in the discussions. When the rest of the group would 
laugh about something that happened in class, or become concerned about an 
assignment, Robert reported how he would “go along with it” even when he 
didn’t understand what was going on. Robert’s strategy of masquerading 
occurred many times when he was uncertain about the motive for the group’s 
behavior. 
As proactive and verbal as he generally was about his cultural 
background, many times even, Ramond was an adept masquerader. Relating 
how he was able to exist in “two different worlds, Black and white” Ramond used 
the term “blending in” when making transitions between the two environments, 
both on a physical and a cognitive level. Ramond reported that “wherever I 
went, I really blended in with the group”. 
When discussing how he was able to “pull off” being one of the crowd 
with his friends after school and being accepted as an honors student during the 
day in his “white classroom”, Ramond referred to the situation as “strictly 
hanging out versus strictly books; talking ‘bout movies, Dr. J., and sports versus 
academics. I blend in with whatever the conversation is about”. 
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Ramond has continued this coping behavior throughout his life, even to 
the present day where he is the only African American male teacher in his 
middle school and in his teacher education program at Powell State. As he 
related how he survives informal chats in the faculty room and between classes 
with other colleagues, Ramond’s attitude is one of resignation: 
I join in and enjoy the conversation. If the conversation is the ‘melon 
head conversation’, I make sure that is what I’m talking about. If there are 
people in my teacher education program that don’t like me, I find out what 
they do like about me and I capitalize on that. I began to try to think how 
white people think when I had to. I did (and do) whatever it takes to 
survive in the white world. 
Because of Ramond’s savior-faire, he was able to negotiate “the system”, 
using what he perceived as appropriate behavior for particular circumstances. 
Ramond believed he was viewed favorably by all with whom he came into 
contact because he “didn’t act like a smart guy around my homeboys” and 
“always did my homework for my white classroom”. Essentially, by 
masquerading during secondary school Ramond believed he was successful at 
developing the interpersonal skills which served him well later on. 
Summary 
Distancing, ignoring, observing, adapting, and masquerading emerged from 
the data as coping behaviors on which some of the participants in this study 
relied. Several interesting points can be reviewed. 
Some participants actually “downplayed” or discounted their backgrounds, 
heritage, native language, or ethnic identity, either overtly or covertly. They 
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might volunteer that they came from a different background than European 
American, but they felt it was something which their parents or grandparents had 
to address and they didn’t really talk about it at home. These participants 
exhibited a “hesitation” when discussing minority issues. Still other participants 
were reticent to discuss their backgrounds and were uninterested in becoming 
more aware of their history or background. While participants used the various 
behaviors in cultural introversion as a way to “fit in” with the dominant society in 
general, these strategies were also useful as a way to distance themselves from 
what some considered to be the unattractive stereotypes associated with their 
culture. 
Of the 15 participants, (see Table 4) Shannon was the only one who did 
not use any of the coping behaviors on the cultural immersion end of the 
continuum. Strong-willed and extremely verbal, Shannon demonstrated several 
empowered coping strategies which will be discussed in the next section on 
cultural immersion. 
In some cases, but not in all, participants who chose to blend in regularly 
relinquished their public minority cultural identities in favor of the dominant 
society. Terry and Thy, however, who also are represented on the cultural 
immersion end of the coping strategies continuum were strong advocates of their 
particular cultures. They used blending in as a coping strategy only when it 
concerned their proficiency in speaking English. For example, when they found 
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it difficult to express themselves effectively in English they would become quiet 
and more reserved, which gave them the appearance of blending in. 
Although the coping behaviors in the reactive, seemingly disempowered 
cultural introversion category, appeared to be effective, more assertive 
approaches to cope within the dominant society and their teacher education 
programs were also available to participants. Cultural immersion is represented 
in Table 5 as a set of proactive, empowered coping strategies. 
Cultural Immersion 
The right end of the continuum in Figure 2 represents cultural immersion. 
Cultural immersion means acknowledging, advocating, and celebrating one’s 
heritage and cultural traditions through participation in reading, discussing, and 
engaging in various activities overtly and regularly. 
Cultural immersion is represented by such coping strategies as (a) 
responding, (b) joining minority organizations, (c) tutoring, (d) tailoring elective 
assignments to display one’s minority culture, and (e) participating in language 
intimacy. In the same way as the actions of cultural introversion can be viewed 
as somewhat disempowering and reactive, the various coping strategies labeled 
as cultural immersion empowered the participants with greater self-confidence 
and closer identification with their cultures. 
Actions from the cultural immersion end of the continuum were chosen by 
the participants to offset actively and deliberately the perceived discontinuities of 
their world. These coping behaviors became affirming to them as individuals in 
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general and as cultural minorities in particular. These actions, however, can not 
be viewed as distributed into a pecking-order. 
No coping strategy is graded or ranked and none is subordinate to the 
others. Neither can one strategy be judged as more culturally assertive than 
another. Participants who engaged in any one of the behaviors of cultural 
immersion, described doing so with an equal amount of verve and cultural 
enthusiasm in order to compensate for a perceived multicultural deficit in their 
school context or teacher education programs. These coping strategies fill a 
void; they represent a type of “cultural self-maintenance” (Nieto, 1991) which 
allowed participants to cope more effectively. Participants who chose to use 
these coping strategies are presented in Table 5. 
Intervening. Intervening can be defined as reacting directly or confidently 
through a spoken or written reply to a culturally or ethnically incongruous 
incident, comment, or behavior. 
Four participants intervened verbally to demonstrate their self-reliance as 
a minority by using this coping strategy when addressing perceived injustices 
experienced from peers, teachers, and others with whom they came in contact. 
Carmen described how currently she was more vocal than she had been in high 
school to everyone about “anything that offends me. I will speak out, no matter 
who it is”--teachers and peers from the dominant culture and even to her own 
students from the same cultural background. Carmen related an incident where 
intervening was the coping behavior she used when the students questioned her 
true cultural identity once too often. 
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Table 5. Cultural Immersion Coping Strategies 
Participant Intervening Tutoring Tailoring 
assignments 
Joining minority 
organization 
Participating in 
language 
intimacy 
Brenda 
Carmen X X X X 
David 
Jasmine X X 
John 
Kai 
Lena X X 
Lolita X 
Phil X X 
Quinn 
Ramond X X 
Robert 
Shannon X X 
Terry X 
Thy X 
And they (Puerto Rican students) were having this conversation about 
one of the instructors who is white. And they were telling me that I 
wouldn’t understand what they were talking about because I’m white. And 
they thought I was white. And I told them, “I’m not white, I’m Puerto 
Rican”. They were like shocked, you know, they were like “no way” and 
they were telling each other, “yo, she’s Puerto Rican”. And they were like 
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“your parents must be half white” and I was like “no, I’m full Puerto Rican, 
I’m not half white, I’m full Puerto Rican”. But they still called me “white 
and a sell out”, and kept saying “you have no idea what Hispanics are 
going through, blah, blah, blah”. And I never really had to stick up for 
myself like this before in front of kids you know, but I was like “OK, you 
listen, If you want to call me a sell out, fine, you can call me a sell out, but 
I know where I’m from, I know who I am, and I’m Puerto Rican! If you 
don’t want to be around me that’s fine because I don’t really care”. And 
they were like shocked and didn’t say anything until later on when 
somebody said, “oh, only a few people would know anything about that, 
and that’s all the brothers and sisters in here, right Miss Santiago?” 
In this instance Carmen found that one effective coping strategy was to 
intervene verbally and forcefully when questioned about her cultural heritage. 
This response not only affirmed her background to others but demonstrated 
Carmen’s newfound self confidence. She said, “and you know it felt so good, it 
was like they accepted me. And I didn’t have to do the jive walk and I didn’t, you 
know, have to look dark. All I did was stick up for myself”. 
In this case, Carmen was not “sticking up for herself” and intervening 
because of a comment from the dominant culture but from her cultural peers who 
questioned her heritage and how she self-identified. These comments were 
viewed as incongruous to who Carmen was now. Indirectly, though, those 
comments made by the Puerto Rican students could be viewed as originating 
from the dominant culture’s attitudes about how the color of one’s skin denotes 
prestige and influence. The students’ perception that Carmen must be a “sell 
out” because of the light color of her skin emphasizes how many minorities view 
the degree of skin color in direct relation to the degree that one conforms to the 
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rules and mores of the dominant society. Carmen’s skin was white, so therefore 
she was automatically viewed as representative of the dominant culture. 
Phil also intervened directly to a peer in the student lounge about the 
misconceptions the student had about minorities. Phil reacted so forcefully to 
the statement because the student was “ignorant”, other than “racist”, in Phil’s 
opinion. 
I remember I got into an argument with somebody because he said 
Malcolm X was a racist and he hated white people. I said, “how do you 
know that”? And he goes, “I heard that Malcolm X was a racist and that 
he killed white people, I heard it”. And I said to him “all I’ve heard over 
the last few minutes is *1 heard’ from you. You know there’s something 
called the library. Have you ever read anything about him”? And he said 
he had heard all that stuff. And I said “see, that’s what’s wrong and how 
racism starts because of what you heard and if you’re really interested, 
why don’t you go find out for yourself?” And he was shocked. 
Phil believed that most of the delusions about minorities and the part they 
played in history were because European Americans were not taking the time or 
didn’t have the inclination to “find out for themselves”. Phil was ever ready to 
intervene verbally to educate anyone who had misinterpreted history and was 
propagating negative attitudes about minorities. While adapting to the dominant 
culture, Phil was also proud of his minority status. In addition to intervening, he 
exhibited several other coping behaviors on the cultural immersion end of the 
continuum. 
Shannon was also proud and exhibited a tenacious spirit and positive 
attitude toward her minority identity. Unlike Carmen, who only began to 
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appreciate her heritage as a college student, Shannon had always been an 
outspoken advocate for her Puerto Rican background and cultural heritage. 
Shannon recalled an early altercation with her fifth grade teacher. 
I remember having to go to the bathroom and the teacher wouldn’t let me 
go and I remember him calling me “Otis” and I just stood up in the middle 
of class, and I was like, “No”. You know, “this is my last name, say it 
right”. And I spelled it out for him. And urn, he kicked me out and sent me 
to the principal, but I didn’t care. 
From an early age Shannon had been taught to be proud of who she was, 
which included getting other people to respect you as well. Shannon believed 
that pronouncing a student’s name correctly showed respect for that student. To 
Shannon, respect also meant having other people respond to her in a respectful 
way. She did not feel that was the case in her European American dominated 
teacher education program. She did not hesitate to announce her feelings to 
others, including her teacher educators. 
I went to my facilitator last semester and I told her that I felt that I wasn’t 
included in a lot of things. I felt that people were judging me by color and 
my race. I felt people were judging me by my learning disability. 
When her facilitator said “it’s all just your imagination”, Shannon backed 
down for a few days. But communication within her methods class did not 
improve. 
Basically, we were at each other’s throats. I basically said my piece in 
class, which was I had never felt like I was a part of the classroom. And 
one girl insisted that I was and I said, “all right, why don’t you name 
everybody in here”? And she said, “Oh I can say everybody’s name in 
here, I know everyone”, And I said, “well, that’s you”. I said, “but I can 
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only name about six people out of the 35 in here; does that tell you 
something”? 
Throughout the interviews Shannon clearly intervened about the 
incongruities perceived in her teacher preparation program, essentially 
stemming from the lack of a common background between the students in the 
program. In addition, she was ever alert as to the way questions were phrased 
by the European American facilitator in the class. Shannon was never reluctant 
to defend the mainly mixed, Puerto Rican neighborhood where she had been 
raised. 
We had these applications to fill out for this semester for basically where 
we wanted to teach or what area or what grade. And this particular 
application, it said, “would you mind going to Landview?” or “would you 
like to go to Landview?” or something like that. And then I asked why it 
was asked in that way and the facilitator was just like, “that’s the way it’s 
always been”. And some of the girls were just like “yeah, it’s been a really 
high crime area”. And I said, “well, you can’t just judge Landview unless 
you’ve experienced it”. 
Shannon believed intervening was the best way to contend with any 
objections she had or disparities she perceived. When she received unfair 
treatment from the academic dean, she was deliberate in “speaking her mind” at 
the meeting. 
My academic dean told me since I had a learning disability I was not good 
enough for the program, I should go to a smaller school because at the 
smaller school they would give me the services. Now when I asked the 
academic dean what services I would be needing, he was just like well, “I 
don’t know you’ll get them at the smaller school”. And I said, “well why is 
it that in a big school I couldn’t get them? Just tell me what I need and I 
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will go find them at the university”. I said “I know we have everything 
here”. And he was like, “no you’re better off at another school”. So, it 
took a lot, but I just went around him and got into the program. 
No matter whether Shannon intervened to peers, teachers, or 
administration, she felt secure about speaking up for what she believed and 
thought was right. Her parents had taught her that no one could do that for you, 
you had to do it for yourself. 
Likewise, Terry had been taught in Spain to “honor yourself” and be proud 
of who you were. Since her early school experiences, Terry was no stranger to 
confronting anyone, even those in positions of authority. 
So when I came here to the states I went and applied for a job, I would 
always say “look, if you give me the minimum, after 30 days if I can not do 
the job, fine, send me on my way. But, if I can, then you have to give me 
more money”. And I always got it; I had no problem. 
Terry believed so strongly in herself and her potential that she intervened 
when she sensed a hesitation from anyone in the dominant society who doubted 
her abilities. 
Tutoring. Tutoring occurred when participants volunteered or were 
salaried to work with other cultural minorities outside the context of a regular 
classroom environment on assignments or remedial tasks intended to improve 
the other person’s acadmic standing in a particular subject area. 
Carmen’s involvement with tutoring came as a direct result of her 
membership on the board of the diversity organization at Tyler College. As a 
Puerto Rican student and preservice teacher at a predominantly White college, 
she viewed her volunteer work as a tutor as a “role” of importance. 
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The role that I play right now is a big role with the after school tutoring 
program. Even though there are all males in the program, after two years 
they have learned to respect me. I can be a role model for those guys 
even though I’m a female. I can show them that I am a person of color in 
college and I’m achieving. And that I am not afraid to be with them. I’m 
like, “sit down, don’t give me no shit,” you know? I tell them how it is; I 
don’t beat around the bush and they respect me for it. 
Lolita became involved with tutoring while involved in her teacher 
education program at Eastman State and substituting in the local high school. 
She tutored several students after hours in math where she would go to their 
home for their lessons. 
I guess I got hooked (on teaching) and realized I was really good at it 
when I tutored this one kid. I think I made a difference because his 
grades improved after I had been working with him for awhile. His mother 
would even fix me supper and we would eat together. This other girl 
would fall apart if I did not see her before she had a test or quiz the night 
before to go over the content. But there was this one kid that I finally had 
to refuse to work with because he was violent and too unpredictable. Any 
time there is someone that needs help, the high school will call and say, 
“Lolita, we need you!” I realized I related to the kids well, we listened to 
the same music and talked slang; they liked me and I liked them. 
From her experiences tutoring, Lolita realized that she could make a real 
connection tutoring students. By relating similar tastes in music and language 
with her students, Lolita was actually celebrating her minority heritage. 
Because teaching had not been her primary focus and chosen profession 
before, this activity helped her to ease into the profession and realize that there 
was a place for her. 
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From early on, Ramond realized he had a penchant for critical thinking 
and problem solving that would be helpful in tutoring as a way of making some 
extra money. At the historically Black college that he attended for his 
undergraduate degree in math, Ramond emphasized that 
I knew what the other students in my classes (in college) were having 
trouble with, and I have always been able to explain things in a way that 
people understand. I was tutoring in English, Spanish, and math. I was 
popular, having fun, and making money. All these things came to me. 
When I thought later on about teaching, I thought, “can I tutor it?” “yes”, 
“can I teach it?” “yes”. 
This revelation helped Ramond to make up his mind about entering a teacher 
education program in the Northeast and accepting a contract to teach math at a 
middle school near Powell State. 
The situations reported here enabled the participants to tutor students 
from similar backgrounds and cultural identities. Tutoring became a vehicle of 
shared identity, cultural compatibility, and empowerment between the 
participants and their students. 
Tailoring elective assignments to reflect their minority culture. Tailoring 
assignments occurred when participants chose to explore, investigate, examine, 
and share information about minorities related to the subject of the original 
assignment and to include this knowledge in the final product. 
Lena and Jasmine in particular used this coping behavior to maintain their 
interest in a specific class, thus creating more personally meaningful 
assignments. When Lena talked about a Colonial and Revolutionary History 
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course she had to take as a requirement for her teacher education program, she 
emphasized that the professor didn’t include much about minorities other than a 
section on slaves. 
Basically what she said was we had slaves and that they were treated 
badly, they did contribute to society and so forth, but they weren’t treated 
as badly as people say. Because if they were treated badly, the slaves of 
course would die and the slave owners would lose in profit ~ basically 
that’s what she said. 
When her professor assigned a paper and a book report in class covering any of 
the material that had been included during the semester, Lena decided to “take 
a chance” and chose what she was interested in researching. 
And the paper that I did, I did it on Thomas Jefferson and his mistress 
Sally Hemmings (chuckle) which she wasn’t too pleased on, but, she gave 
me a good grade on it. I did the book report on American Slavery. 
American Freedom by Edmund Morgan. The book was excellent and it 
talked about how Virginia became really popular with the tobacco and 
stuff. But as the class itself, she knew her history by all means, European 
history I would say, but she didn’t emphasize much on African Americans. 
Within the boundaries of the class, Lena tried to expand her knowledge 
about the only topic discussed by her professor that was closest to Lena’s 
African American culture -- slavery, despite the negative and socially despicable 
part of history. The “chuckle” that Lena gave when recounting this incident was 
indicative of what Lena saw as a reluctance on the part of her professor to deal 
with the possibility that Lena might turn in an assignment such as this one. 
She (the professor) didn’t really emphasize African Americans. What was 
done to slaves, it was wrong, yes, and I think they know it and want to put 
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it under the carpet and try to forget it. I know that every time she would 
talk about it she would scan the room and then look up like this when she 
was talking about African Americans. 
Like Lena, Jasmine “culturally tailored” several assignments to highllight 
her learning about minorities. Jasmine opted to incorporate a personal interest 
in African American children with an assignment for an English class. Even 
though Jasmine had self-identified as an ignorer on the cultural introversion end 
of the continuum, she was assertive in this particular arena. Jasmine believed 
that since she was the only minority in her program, she had a “responsibility”, 
not only to the non-minorities in her classes who were not getting a multicultural 
focus in the program, but also to herself. 
I am the only one, the one voice, so I mean it’s like why in my courses 
whatever paper I write about whatever project I do, I base it on African 
Americans. Everything I read, not because I’m trying to isolate myself, or 
not because I’m trying to, you know, cause any prejudices or have any 
prejudices. I just, I’m also learning myself. As I’m doing these projects 
and stuff, I’m learning, and whatever I learn I can always take into the 
classroom. 
In spite of the fact that Jasmine had been reticent to predict the extent to 
which she would include a multicultural curriculum in her own classroom, this 
proactive coping behavior within her teacher education program of specially 
shaping assignments seemed fairly “safe” to her. The possibility that her 
professors might respond in a negative way was not enough to limit her 
motivation for doing the assignment. 
If anything, they don’t even know what I am talking about. If I mention a 
particular author or case or whatever, it’s more like, OK, it’s like they 
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graded me, but they don’t know what the heck I am talking about. They 
just graded me based on my writing style because they don’t have a clue 
to what I’m saying. For one class I did a paper on motivation for African 
American elementary school children and she put “interesting topic”; 
that’s all. And then I took a theater class for children and I wanted to do a 
play, an African American play and it was based on slavery, but I thought 
it was part of history. And she told me it was too drastic for the kids. 
And the idea that she had was a play called “Santa Maria” and it was a 
folk tale. And I was like what does this have to do with our history? You 
know what I’m saying? Fine, that’s a part of African history, but as far as 
being an African American and living here in the United States, what does 
that, yeah, that’s going to tell us a little bit about Africa yeah, but we’re 
here. She was like “why don’t you work on the play that I’m working on? 
Maybe you could come up with some ideas?” And she didn’t even want to 
hear it, she just told me it was too drastic, that kids might leave crying. 
The play was supposed to be for junior high school kids. If anything, 
they’re going to be apt to want to know more. And eventually I was like, 
“just forget it” and I didn’t do it and I just worked on some other little play. 
In these examples of Jasmine’s attempts to culturally self-identify with the 
content of the English and the theater courses, she was marginally successful in 
the first case and relatively ineffectual in the second instance. When Jasmine 
turned in the paper on African American children, she had ownership of it. But 
the intended influence of this attempt on her professor was apparently 
nonexistent. While Jasmine took an empowered stance in submitting an 
assignment on this topic, her position was devalued by the professor (dominant 
culture) who acknowledged the paper with a mere notation of “interesting topic”. 
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In the theater class incident, Jasmine’s effort at staging a play about 
slavery was thwarted by her professor in lieu of what Jasmine perceived as a 
topic that was not age appropriate and would neither address modern issues of 
oppression nor elicit a critical review of the significant effect that slavery had on 
the African American culture. Even though the professor thought she was 
addressing multicultural issues in doing a play on folk tales, Jasmine perceived it 
as just “fluff”. Jasmine viewed this position taken by her professor as 
underrating the abilities of the intended audience to address the more 
substantive issue of slavery. The feeling of ownership brought on by the paper 
assignment was not a position that Jasmine would have attained if she had 
opted to work on the play chosen by her professor. 
Participating in language intimacy. Language intimacy is the act of using 
common terms, expressions, or other language usually not spoken in the context 
of the dominant culture in order to maintain a closeness, bond, comfort level, or 
network among members of a cultural minority. 
One example of how language intimacy was used to cope with perceived 
injustices or discontinuities in school was shared by Shannon. After relating an 
incident where she was wrongly accused by a Caucasian teacher of skipping 
class in the seventh grade, the only minority teacher to whom she confided said, 
“Well, those things are gonna happen to you in life, you’ve gotta learn from it. 
You can’t get angry anymore. You’ve gotta deal with it”. With this advice 
Shannon found a proactive way of coping with the anger and frustration when 
similar incidents occurred. 
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A lot of us dealt with it just by staying in our Puerto Rican group, because 
of the fact that we could speak our language without anyone- - without 
anybody laughing or giggling or just, you know, without anybody looking 
bad, looking nasty at us, and we could be what we wanted to be. 
Shannon and her friends used their common language as a bond and a 
way to network with one another. Merely being in each other’s presence and 
speaking a language of which they had “ownership”, as well as not being familiar 
to the dominant culture, was empowering to them. 
In high school, Ramond found himself as the only African American male 
in accelerated classes while his friends were in remedial classes. To be able to 
relate, network, and bond again with his friends at the end of the day when they 
were walking home from school he used language intimacy. 
I never talked about school with my friends. Every group has their own 
language, has their own dialect. So when I’m speaking with my friends, in 
my own dialect, in our own tongue I had to tell them, well I’m being forced 
(to be in the honors classes) but I’m still cool with you guys, I’m still gonna 
hang out with you guys. And to offset that I would excel in sports and 
other things we would do together after school. I was able to survive on 
different levels. You have to be able to communicate on different levels. 
When I’m with my friends I’m not going to be trying to communicate on the 
scientific level because I’m with my own group, so I’m gonna be chum with 
my homeboys and use our own language. 
Carmen used language intimacy in a similar way to connect to students 
with whom she worked in the after-school tutoring program. Carmen was 
practicing her Spanish to try to lose her “white accent” and connect more 
effectively to the students whom she taught as well as with her African American 
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and Hispanic friends. While Carmen felt more connected with her culture in 
communicating with her students and friends in “slang”, she found that she could 
not use the same communication style with her brother when she went home. 
Trying to connect with her brother (who was also Puerto Rican) using the 
language intimacy that was successful with other minorities was futile. 
So I always try to teach my sister stuff when I go home and she looks up 
to me. But my brother I really don’t know, you know? I don’t know how 
he’s reacted to everything. Because like every time I go home he’ll like 
pick me up and because I hang around with my friends here at Tyler who 
are African American and Hispanic and my students are mainly Puerto 
Rican, we’d be talking slang. You know like, “yo what’s up?”, and you 
know “how’s it hanging?” and stuff like that and when I go home, when he 
picks me up, and I would just automatically communicate to him that way, 
he would just be like, you know “what are you going yo, yo, yo, yo?” And 
his girlfriend’s white and she would laugh. And I’m like OK. I’m like I’m 
OK you know and I don’t like to throw myself you know because I don’t 
really know what he thinks, you know. ‘Cause this is new to him because 
it’s like, it’s like actually me communicating in a different way and I don’t 
know how he communicates anymore. 
It was obvious to Carmen, her family, and friends that she was on a quest 
to inmmerse herself as much as possible in the culture, heritage and traditions of 
the Puerto Rican culture. Perhaps Carmen began to realize that the language 
intimacy of “slang” that she was accustomed to using with friends at school to 
connect and network with other Puerto Ricans was not really needed within the 
confines of her family unit. She may have determined through this incident with 
her brother that a coping strategy was not necessary in interactions with family. 
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Joining minority organizations. Participants who used this coping strategy 
were members of organized clubs whose focus was minority concerns and 
multicultural issues with regularly scheduled meetings and activities. Some of 
these minority organizations were sponsored by the college or university in 
which the participant was enrolled while others were located elsewhere. 
Lena was the only minority in her elementary teacher education program at 
Flanders College and was one of 10 members of the minority organization on 
campus. The organization was formed by the only African American staff 
member at Flanders who works in admissions. The other minority faculty 
member who teaches Spanish was not involved in the program, but worked on 
the affirmative action committee with Lena. 
It was obvious from Lena’s interviews that the minority organization served 
as a coping strategy for her, despite the low number of members. There did not 
appear to be a great deal of structure in the organization. My impression was 
that the purpose of the organization was primarily social. 
I do think that Lena’s membership within the minority organization at 
Flanders College led her to become more active with related issues such as 
hiring minority professors and implementation of an African American history and 
literature course. At the time of the interviews, Lena was working with a few 
other students on making these two concerns a reality. 
Jasmine did not appear to be interested in the minority organization on the 
Powell State campus, but was very involved with an African American sorority at 
Weaver University where she had attended classes for one semester prior to 
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enrolling at Powell State. It was obvious that her involvement with this 
organization was a major coping strategy for her because she talked about how 
she travels about 40 minutes most weekends to be with the group. 
Our founders were seven African American schoolteachers from Indiana. 
My aunt who went to Weaver joined it, but at the time I was pregnant, I 
didn’t care, I was oh, whatever. And so I once started getting my head on 
straight with school and everything and I went to Weaver and I started 
seeing how they interacted and did things for the community, did things 
for African American girls. Every Saturday we teach African American 
girls about culture, about values, we have to teach them reading, math, 
writing skills, from grades 3-9. 
Clearly, Jasmine’s involvement with this program was extremely important 
to her. The goals of the organization matched her personal and professional 
goals of becoming more knowledgeable about her African American culture and 
being in an organization that focused on education. If Jasmine had not been 
aware of the organization at Weaver, I’m not sure that she would have sought to 
become active in the third world minority group on her campus, or attempted to 
form a separate association because of her statement that she was “the only 
voice, the only one”. 
When pressed about the reason for her disinterest in the minority 
organization on the campus at Powell State, she related that the members in the 
organization had “different cultural backgrounds, third world mainly, and that 
they do a lot of different multicultural programs and stuff. It’s good, but urn, none 
of them have a real interest in education, so it doesn’t matter”. When I asked 
her if there was a minority educational group that would advocate for educational 
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concerns such as hiring minority faculty (of which Jasmine talked), she 
responded that “if there is one, it would probably be them, but because I am the 
only one, the only voice, so I mean it’s like it’s hard”. 
At the time of the interviews, Phil was active in the campus minority 
organization at Tyler. He believed that his involvement with the program had 
been helpful in his transition from being in the majority at his high school to 
being one of a few minorities at Tyler. Phil not only used his membership as a 
way to adjust to his current situation, but as a vehicle to try to recruit more 
minorities to enroll at Tyler. The advisor of the organization made an 
impression on Phil: 
Mr. Reynolds being involved in the club has helped me a lot. When I first 
came here, he came to me, he’s the one that talked to me and got me 
involved. He said if I need anything to stop and stuff and he was glad I 
was here and made it. I talked to him about there not being many 
minorities and he told me it’s better now than it’s been. And I’m trying to 
work with admissions and being involved in the student multicultural 
association and stuff like that. We plan multicultural programs and other 
things for the community. So it’s pretty active. 
Phil was an active member and served on the board of the organization. 
He viewed his membership in the organization as a tool for recruitment and to 
educate others about minority concerns. 
At Borman State, Thy had become president of the Cambodian organization 
after returning from a visit to Cambodia. Thy realized that he needed to do more 
for his community and this was one way. 
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I came back and volunteered to help expand the organization here in the 
county. I went to several meetings to help translate. I learned a lot of 
things. Before that, I had been in my own cell. I changed a lot. At the 
time I became president of the Cambodian community I was very outgoing 
and I liked to socialize a lot. But I had turned my back on my people. I 
came with them on the same boat and I had turned my back on them. I 
thought, maybe I should do something and get a job or something that 
had to do with my people. 
Thy viewed himself as a link between the Cambodians who resided here 
in the United States and the American way of life and was committed to “being 
very active as an advocate of education to the community [Cambodian]”. 
Because Thy had lived in the United States for 12 years, he knew what “being 
American” was and how this was in direct opposition in many respects to the 
Cambodian way of life. 
I want to help the community, I would like to see one of my students 
become very successful one day. In the long run I think more 
Cambodians will go into teaching if they get the support while they are in 
school here (in the United State). You must be able to speak the 
language and know the culture in order to make a difference and being in 
this outreach program is a way for me to help. 
Presently, Thy was concerned that he had been an “American” and 
pushed aside his culture and background. Via his work with Cambodians 
throughout the state he was able to reconnect with his heritage and instill some 
potential for success in his community. His attitude toward his “cultural 
reawakening” was similar to that of Carmen. 
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Carmen became immersed in the minority organization on campus during 
her second year at Tyler. Her first year, she was involved with other interests. 
And after I broke up with my boyfriend, I started spending more time on 
campus during my sophomore year and becoming more interested in who 
I really was. I noticed that here there wasn’t a lot of diversity especially 
on the weekends, it was mainly off campus parties, drinking a lot. I wasn’t 
able to see a lot of Blacks and Puerto Ricans coming out of the cracks at 
night and on the weekends. And they were starting to ask for those things 
(non-drinking, diversity activities). So I started getting involved with the 
diversity program and I became president. I didn’t know I had those skills, 
because I had always been ‘assistant somethings’, you know? I didn’t 
realize I was a leader. But I now had something to lead for. You know it 
was all stuck down so deep and it was waiting to just jump out at me 
saying, “you’ve got it”, you know? 
With Carmen’s newfound self-identity as a Puerto Rican and as a 
confident young woman, her presidency in the diversity organization at Tyler 
was empowering and proactive. Carmen was able to assert her influence in this 
venue and advocate for more activities on campus that would focus on 
multicultural concerns. 
Summary 
Using the continuum of cultural introversion and cultural immersion has 
afforded the opportunity to think about how minority preservice teachers contend 
with the perceived discontinuities of their world. While some coping strategies 
were integrated with others so closely that at times it became difficult to 
determine which category was better suited to describe the incident, it was clear 
that others were used in mutually exclusive situations. Participants even 
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appeared at times to use one behavior in preparation for another, or one as a 
result of another. 
Certainly, at the cultural introversion end of the continuum, more participants 
related experiences that could be interpreted as outwardly masquerading in the 
dominant culture of the school or program in which they were enrolled. Another 
behavior which was used effectively was distancing. Most participants were 
quite skilled at these behaviors, most likely due to the fact that they had used 
them multiple times. 
While the behaviors used by the participants at the cultural immersion end of 
the continuum were more scattered, each incident reported was related in a way 
that appeared to me as empowering to the participants as a minority and a 
preservice teacher. It is noteworthy that the behaviors of intervening and joining 
minority organizations were well represented on the continuum, indicative of the 
proactive stance of several participants to make their voices heard. 
Support Systems 
During the course of the three interviews, each participant related 
instances whereby friends, family, significant others and even associations in 
non-teaching occupations and minority organizations were important to them. 
These factors served as a supporting mechanism or foundation which enabled 
participants to negotiate through their daily lives and the dominant culture. 
These support systems are viewed as separate entities from the cultural 
introversion and cultural immersion coping strategies referred to previously. 
Whereas coping strategies were defined more as behaviors elicited by the 
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participants, these support systems, in most cases, gave a sense of belonging to 
and a foundation for the participants (see Figure 3). 
Support systems identified by the participants are illustrated as building 
blocks, denoting a notion of foundation and structure for the participants. Two of 
the “support system blocks” in particular, minority organizations and 
family/significant others, were identified by more participants as being supportive 
to them and critical to their success as a minority preservice teacher. These 
systems are represented at each corner of the model to give the impression of 
the strength of those systems. 
Friends. Certain participants discussed the importance of close friends 
as a support. Shannon referred to five close friends, two of whom were in the 
teacher education program with her at Borman State, who would “always help 
each other out”. Robert’s friends, however, were external to his teacher 
education program at Borman State. Several of these friends were neighbors in 
the complex where Robert lived and who would party together on the weekends. 
Robert described these friends as critical to his well-being since he did not 
consider his peers in the teacher education program as having anything in 
common with him. 
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PARTICIPANTS 
Friends YMCA/ 
Outside Activities 
Church 
1 Family and 1 Non-Teaching 1 1 Minority 1 
I Significant I Job I Interscholastic | j Organizations/ 1 
| Others I Opportunities | Sports j 1 Other Clubs | 
Figure 3. Support systems 
Conversely, John had a close-knit circle of friends at Tyler College, many 
in the same teacher education program who were also his teammates on the 
volleyball team. Since John was one of a few minorities at Tyler in the teacher 
education program, most of his friends were European American. 
Family and Significant Others. More participants identified this support 
system as vital than any other factor. As an only child, Phil related how his 
single mother had “sacrificed everything for him” in order to succeed, “working 
three jobs in order to put me through school” and, therefore Phil was extremely 
focused on “not letting her down”. From another one child family, Lena was very 
close to her mother and appreciated her insistence during her formative years 
that she “had to get a backbone and take up for herself”. Lena believed that her 
mother’s constant lectures about the importance of education were critical for 
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her and were “what helped me get through school, be a good student, and have 
a good attitude about education, which I am thankful for”. 
By the same token Ramond was extremely grateful to his parents “who 
were very strong” and had always supported him educationally by giving him the 
opportunities (monetarily) to further his education, as well as educating him 
about his culture. Shannon also believed that her parents had given her a good 
background of basic values and cultural information stating that, “whenever I 
want to know anything about my culture or if I have questions about things going 
on at school, they always sit down with me and talk about it”. 
Jasmine’s mother supplemented her formal education by bringing home 
educational materials and literature about her culture. In addition, Jasmine was 
also grateful to her mother for subsidizing and accompanying her on a tour of 
historically Black colleges and universities; an experience that Jasmine recalled 
“changed my life”. 
As a family member, Jasmine’s mother appeared to always have 
Jasmine’s best interests at heart. Jasmine believed that her mother took the 
place of campus minority organizations and educated her about her cultural 
identity. Jasmine felt that “outside of home, I always have to dig around to be 
involved in things like that”. Jasmine related one particular incident where she 
did not feel supported by a high school counselor -- someone whom she thought 
would naturally be supportive of her and her quest to become more involved in 
Black issues and concerns. 
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I even had to dig for information about the Historical Black college tour. I 
found out about that because my guidance counselor threw the form away 
in the trash and I took it out of the trash and said, “what’s this"? And he 
was Black! I had already spoke to him about going to a Historical Black 
college, he knew how much I wanted to go. I had told him in my junior 
year if he saw anything, or got any information to let me know. And when 
I went into his office and saw that in the trash can, I was like, “didn’t I ask 
you?” You know I was so like hurt, I was hurt. I don’t think he was trying 
to keep me down, but I mean here I was always asking and he just tossed 
it in the trash and I just took it right out of the trash. 
David believed he was fortunate to have his four coaches from junior high 
and high school as his primary support system. Alienated from his biological 
mother and with his father in Jamaica, David shared family experiences with 
these four individuals. David referred to them as my “surrogate fathers” and 
recalled that “after practice, I’d go over to their house, eat supper, and do chores 
for them, just like a family”. 
Brenda’s boyfriend and his family had become very important to Brenda 
over the past several years. Brenda said that she spent a lot of time at their 
house, helping his sisters with homework. Brenda’s boyfriend would frequently 
“bring me food and take care of me when my schoolwork was too much and I 
was feeling bad”. 
Lolita’s boyfriend was also helpful and supportive of her returning to 
school as a part-time student in Eastman State’s teacher education program. As 
Lolita remarked, “until I get my teaching certification and graduate, Jerry will be 
footing most of the bills, so he has to be supportive now!” 
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Terry’s husband and daughter lent support at home while Terry held down 
a full-time job and was involved in her teacher education program at Eastman 
State. Terry chuckled good-naturedly as she remarked they had all made a 
“deal” that “as long as I’m in school, my husband does all the cooking and my 
daughter actually helps with the housework!” 
Quinn had been involved with the same girlfriend for several years who 
“means everything to me and I see her a couple of times a week”. His aunt also 
“lived right up the street” from the residence hall at Tyler where Quinn lived, so 
he would often go there for meals. Both these individuals were identified as a 
support system because of the proximity of where each lived in relation to Quinn. 
Minority Oraanizations/Other Clubs. This support system was defined 
earlier as a coping strategy on the cultural immersion end of the continuum (see 
Figure 2.). Phil, Carmen, Thy, Jasmine, and Lena, however, reiterated the 
significance that involvement with a minority organization had for them as a 
support system as well. Because of the reciprocal action that each participant 
received from other members and people with whom they came in contact 
through these organizations, the presence of minority organizations in these 
participants’ lives also served as a critical foundation upon which they 
contended with their lives. 
Lena identified another type of support group at Flanders College that 
was not really based on “ethnic background”, but common factors, such as 
being a non-traditional student as the primary condition. Initially, Lena 
believed this would be helpful to her but was soon disappointed. 
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My mentor, who was Caucasian, graduated in ’85. I never met her. She 
was also from a different major than me. We talked on the phone a 
couple of times, but then she stopped calling because we really had 
nothing in common, and I wasn’t comfortable talking with her about things. 
But there are instances where the students are “matched up” ethnically. 
Lena reiterated that some of these matches are not as successful as others; 
such as this match between a minority who lived on campus and a minority who 
lived off campus. 
And there were five or six students in the cafeteria who talked about their 
mentor. And this one girl said, “there she is”. And I said why don’t you go 
up and talk to her?” She said, “well you know, when I went to talk with her 
it was like talking to a white person anyway”. She thought they had lost 
their blackness or whatever. And I’ve seen that among the Black girls 
who live on campus, they lose their Blackness, I guess for survival. 
When you go in the cafeteria and look, you have those who are raceless 
and they get along fine and then you have those who are your non- 
traditional students, who live off campus and don’t adapt. 
YMCA Outside Activities and Interscholastic Teams. John, David and 
Quinn were presently playing on teams at Tyler College. Each had been 
recruited from their respective high schools and had been heavily involved in 
competitive sports for the majority of their lives. Since their involvement had 
generally been with team sports, this support system included fellow players who 
could take “up the slack” or boost their morale when needed. 
Even though Kai admitted to being a “sports nut”, participating in 
everything he could from soccer to lacrosse in non-interscholastic sport 
programs, he also revealed that he always felt a lack of rapport with other team 
members. Kai mused that this absence of camaraderie may account for the 
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reason that surfing was his favorite pastime. He reflected that “I don’t know how 
I would get along without my surfing”. 
Kai did identify how he looked forward to working with the programs in the 
YMCA because of his coworkers and his position as a coach with the YMCA 
youth leagues. Kai intimated that the “Y” was his second home and he counted 
the days until the summer when he could work with the high school students. 
Non-Teaching Job Opportunities. Ramond acknowledged he might like to 
be a record producer in the future, rather than a teacher. This enterprise kept 
him busy on the weekends as he had a complete studio set up at home. Even 
though it was clear that Ramond enjoyed teaching and the students with whom 
he worked, he referred to music as “his first love and what I do every minute 
when I’m not in the classroom.” This endeavor seemed to give Raymond a real 
sense of purpose and belonging. 
Terry had been working as a bookkeeper for an American company who 
did business with a Spanish speaking country for ten years. Because she was 
bilingual, the only employee who spoke Spanish, and had “set up the whole 
bookkeeping system for them” Terry knew that they needed her expertise. 
Because of this support system, Terry felt a sense of accomplishment and 
direction while completing her degree at Eastman State. 
Church Activities. Two participants related how important and supportive 
their church communities were in their lives. Brenda was a relative newcomer to 
the Catholic church near Powell State. She shared how the people at the church 
“keep asking me how I’m doing at school, and to keep it up and how good it is 
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that I’m going to be a teacher”. Brenda believed that this was a critical support 
system because the people at her church really care about me and how I do and 
that’s nice”. In a similar way, John believed that he was able to concentrate on 
his schoolwork, stay away from alcohol and drugs, and play sports because of 
the commitment to his church and the wav he was supported by the church 
community. 
It was evident that the participants who identified these particular factors 
as support systems believed they were critical to their educational success and 
retention in their teacher education programs. These support systems “held 
them up” and oftentimes shielded them from the hardships they encountered as 
a minority in a dominant culture world. 
205 
CHAPTER V 
DISCUSSION 
Introduction 
This chapter is about my interpretation and understanding of the data 
from the meaning that my participants placed on their life experiences as 
minorities and preservice teachers. 
Of the five sections in this chapter, the first is an overview of the study 
and a brief summary of the results. The next section provides the reader with 
my thoughts about the struggles of undertaking this type of research about 
minority preservice teachers as a European American teacher educator. In the 
third section I compare the results of this study with the previous literature on 
minority preservice teachers. Section Four includes advice to teacher educators 
that I believe could be relevant considering the results of the study. Finally, the 
last section of this chapter provides suggestions for future research. 
Overview of the Study 
Fifteen minority preservice teachers (seven females and eight males) 
ranging in age from 19-45 were interviewed in various stages of their respective 
teacher education programs. Participants represented eight different self- 
identified ethnic groups: Hispanic, Spanish, Cape Verdean, Cambodian, 
Hispanic-African American, African American, Japanese Hawaiian, Colombian, 
Mexican-lrish, and Jamaican. 
The research questions guiding data collection included (a) what are the 
life history and past educational experiences of the participant? (b) what is it like 
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to be a minority preservice teacher in a teacher education program? and (c) 
what meaning does the participant make of being a minority preservice teacher? 
A phenomenological interviewing format was used with each participant, three 
60-90 minute interviews were conducted 5-7 days apart. The focusing questions 
for each interview (respectively) were the research questions listed above. 
Interviews were audiotaped and transcribed verbatim. Transcriptions 
were read multiple times and provocative passages were highlighted and later 
coded into categories. Member checking, peer debriefing, prolonged 
engagement, and triangulation of the data assured trustworthiness. In addition, 
a constant comparison method of analyzing the data was used. 
From the results of the interviews with the participants, four distinct topics 
were apparent in the data: (a) feelings of the participants about being a minority, 
(b) features of these minority preservice teachers’ elementary and secondary 
school experiences, (c) the coping strategies they used to survive as minority 
preservice teachers, and (d) the nature and presence of their support systems. 
I chose a self-advocacy continuum format to represent the participants’ 
feelings about being a minority. At one end were those who were very proud 
and vocal and at the opposite end, those who did not publicly recognize or 
acknowledge the minority part of their identity and even suppressed it. My 
opinion concerning each participant’s position on the continuum was based on 
personal experiences shared by the participants during the course of the 
interviews. 
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A second topic for discussion was the participants’ elementary and 
secondary school experiences. I discovered that the neighborhoods where they 
grew up, the schools they attended, and the curricula they experienced all 
affected the participants in significant ways. I interpreted these school 
experiences in two ways. School experiences influenced some participants 
toward feelings of discontinuity among their minority identity, cultural attitudes 
they experienced at home, and the structure of the dominant society’s 
educational system. Other participants did not view their school environment as 
incompatible with who they were as minorities. 
Coping strategies, another topic identified by participants, helped them 
survive as cultural minorities in a dominant white society. Similar to the self- 
advocacy continuum, various coping strategies were represented on a 
continuum ranging from cultural introversion to cultural immersion. At one end of 
the continuum, culturally introverted actions include distancing, ignoring, 
observing, adapting, and masquerading. At the other end, intervening, joining 
minority organizations, tutoring, and participating in language intimacy 
represent culturally immersive behaviors. 
Finally, the fourth major topic discussed by participants was the presence 
of support systems. These support systems included parents, friends, 
interscholastic sports groups, and church activities. Participants considered 
these as vital, drawing from them a sense of belonging, solid foundations, and 
structure in their daily lives. 
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Ultimately, these participants identified multiple daily anxieties with which 
they had to contend that European American preservice teachers simply do not 
face. These included (a) feelings of incompatibility between the curriculum of 
their teacher education program and their cultural heritage, (b) uncertainties and 
fears about their perceived inability to speak English effectively because it was 
their second language, (c) feelings of alienation due to a lack of formal 
organizations for minorities, and (d) feelings of isolation since they were the only 
or one of a few minorities in their teacher education program or classes. 
What Has This Research Been Like for Me? 
While I can identify the semester in graduate school when I first became 
interested in this topic as the subject for my dissertation, I can not as accurately 
associate a certain day and time when this topic became important to me as a 
human being. It has evolved from a simple question or two to a direction that 
guides me in my personal and professional life. 
During my formative years in the 1950’s as a European American female 
from the South, I did not always act upon injustices toward others, nor did I 
attempt to look deeper at the perpetrators of those injustices. The key to my 
personal development since becoming an adult has been to jettison negative 
preconceived notions during the miseducation of those years and resurface as 
an educated, caring, compassionate, and concerned member of the human race. 
I had direction and motivation for this research. From a review of prior 
literature, my questions concerning minority preservice teachers in teacher 
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education could not be answered because of the paucity of research concerning 
the opinions and viewpoints of these individuals. As a teacher educator, since I 
have the responsibility to educate and serve as a facilitator for all students, I 
needed to find those answers. After 24 years in education, I am still learning 
and searching for answers. 
No doubt for me as for most researchers, selecting the topic of one’s 
dissertation is important for personal as well as professional reasons. Although I 
have been committed to this topic for some time, I would be misrepresenting this 
experience if I said it was an easy task. It was not! As a white teacher educator 
at a predominantly white institution, choosing to interview minority preservice 
teachers about their perceptions of teacher education was a risk. But it was a 
gamble that I was willing to take because of my belief that I approached and 
conducted this research in good faith. 
I realize that I was asking a great deal of my participants, most of whom 
revealed their frustrations and disappointments as well as their pleasures with 
an honesty and forthrightness of which I was most appreciative. There were 
times, however, when I felt that some participants did not open up to me in the 
same way that they might have to someone who had shared similar cultural 
experiences. 
As I listened to the experiences of minority preservice teachers from my 
point of view as an outsider, there were times when I was plagued by self-doubt. 
I may have misinterpreted an important word or phrase or bypassed a major 
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issue that a researcher within the cultural minority group may have seen as 
worthy of note. My objective in this research was to present the views of my 
participants in the ways they intended and with respect. I believe I have done 
that. I hope readers of this dissertation will concur. 
Results of this Study Compared with Previous Literature 
The focus of the review of literature in Chapter Two centered around the 
possible reasons for the scarcity of minorities in teacher education and various 
organized recruitment attempts to increase the numbers of minorities entering 
and completing teacher education. What was obvious to me, however, was the 
silence in the literature and the “absence of voices” of the very individuals about 
whom the research was done. These voices belonged to those minority 
preservice teachers who, despite the barriers and obstacles mentioned in 
Chapter Two, were enrolled in teacher education programs and could offer 
invaluable information. 
Therefore, I chose to focus my research on these individuals rather than 
pursue the many questions still unanswered about how and why the scarcity of 
minority preservice teachers exists. I believe the many concerns elaborated by 
the minority preservice teachers in my study will provide some reasons for the 
limited numbers of minorities in teacher education. Teacher educators and 
curriculum designers may be well served by reflecting on the results offered in 
Chapter Four and the following text. 
211 
First, the fact that it was not easy to find minority preservice teachers for 
this study is an ominous signal. There were numerous times when I would call a 
participant after completing their series of interviews to ask if they knew of any 
other minorities, anywhere, in any teacher education program! Several 
colleagues and friends were in on the search for participants as well. 
My real-life dilemma in trying to find participants directly mirrors the 
multitude of reports about the low numbers and steady decrease of minority 
students entering teacher education (Carnegie Forum, 1986; Case, Shive, 
Ingebretson, & Speigel, 1988; Haberman, 1988; Spellman, 1988). My study 
reveals several possible reasons for this decline that confirm previous literature. 
None of my participants were enrolled in programs where minority 
professors were a part of the teacher education faculty. In most cases, 
there were one or two minorities teaching a required course that was a part of 
the general college curriculum, but there were no minority teacher education 
faculty. 
Because the majority of the teachers and professors were not minorities, 
participants believed that a connection with what they perceived as important 
and vital to their complete education was not viewed from the same vantage 
point by the program designers. While this fact did not keep my participants 
from entering their individual programs, it may be cause for other minorities not 
to enter, or may be a contributing factor if my participants leave their programs 
prematurely (Blackwell, 1983; Goodlad, 1990; Lawson, 1991). 
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The fact that my participants were in teacher education programs without 
minority faculty mirrors the recruiting situation described by the Quality 
Education for Minorities Project at the Massachusetts Institute of Technology 
(1990). This report alleges that while the minority student population will rise to 
50 percent in most urban areas by the year 2000, the minority teacher workforce 
will decline from 8 percent to just 5 percent. Of the 700,000 new teachers who 
are expected to be trained in this period, only 35,000 are estimated to be 
minorities. Thus, participants in future research studies such as the one 
reported here will more than likely be from teacher education programs where a 
similar situation is found. 
As presented in Chapter Two, the presence of minority teachers can 
serve as role models for all students. But although ethnic group contact can 
have a positive effect on student success and motivation (Barnhardt, 1982), it is 
this in conjunction with the cultural sensitivity and awareness of the teacher to 
curricular content that makes the major difference on academic success (Nieto, 
1992). Many of my participants felt strong discontinuity among their cultural 
selves, their home environments, and the curriculum of the schools and teacher 
education programs, indicating that their professors lacked appropriate cultural 
awareness sensitivity. 
Secondly, participants believed there was little knowledge or 
awareness about minority students from European American teachers or 
professors. Without this understanding, participants believed that their cultural 
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identities and experiences were not seen as relevant in the context of their 
teacher education classrooms. More often than not, European American 
teachers mispronounced names of the minorities in the class and discounted 
cultural experiences of the participants as irrelevant. Some participants even 
had to tailor their own assignments in their teacher education program in order 
to align the content with their cultural identities and motivate themselves to do 
the work. 
You may recall that Shannon was so dissatisfied with the system in her 
teacher education program that she would not recommend it to other minorities. 
Shannon did not believe her experiences and knowledge were seen as 
significant. In order to remain interested in particular classes, Lena and Jasmine 
were always looking for ways to include aspects of their culture into assignments 
that they felt were heavily situated solely within the European American 
perspective. 
This finding in my study supports findings from previous research 
(Jackson, 1986; Metz, 1990; and Zapata, 1988). Because they perceived a lack 
of shared identity and cultural compatibility with their European American 
teachers and professors, the minority preservice teachers in this study found it 
difficult to make connections between their knowledge and experiences of those 
of the white culture in which they were immersed. Participants related instances 
where teachers were not only “clueless” about multicultural possibilities for 
assignments, but disinterested as well. 
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My participants’ negative experiences echo Dewey’s thoughts (1944) 
when he wrote that what the learner considers to be important and relevant is 
not always the focus of the teacher. Dewey adhered to the notion that students’ 
inclinations to learn begin with knowledge and experiences that they bring into 
the learning environment. In most cases, my participants were not asked to 
contribute or “bring in” any of their own cultural experiences or viewpoints. 
Without this invitation many participants who believed strongly in their cultural 
selves became despondent and dissatisfied with their teacher education 
programs. 
The difference between cultural knowledge (“the knowledge people use to 
generate and interpret social behavior”- Spradley & McCurdy, 1972, p.8) and 
classroom knowledge (traditional, monocultural knowledge contributed solely by 
the teacher) was a cause of discontent for many of my participants. Ramond, 
Jasmine and Carmen, in particular, recalled their formal education as incomplete 
and lacking because teachers dismissed the importance of their cultural 
knowledge and multicultural experiences in the curriculum. 
Sleeter and Grant (1991) found this discrepancy in many teacher 
education programs where there is a lack of multicultural awareness by 
professors who design the programs. Everhart (1983) referred to this problem in 
teacher education programs as a disconnection between regenerative and 
reified knowledge. My participants encountered situations in their classes as 
recipients of static one-way teaching where they were expected to conform to 
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the teacher’s way of thinking (reified). The cultural and personal experiences of 
my participants were not taken seriously as being an important factor in 
preparing to teach - either for themselves or for their white peers. Making use of 
one’s cultural context knowledge helps students think about themselves and 
their experiences as related to the rest of the world (regenerative). I believe 
there should be a balance or compromise between the two types of knowledge 
where this gap can be bridged. 
Scholars do not advocate teaching one knowledge over the other and 
from the results of this study I must concur. As Sleeter and Grant (1991) assert, 
one type of knowledge should not take precedence over the other, but teachers 
(and teacher educators) can encourage students to analyze the interaction 
between the two kinds of knowledge and then “use the knowledge learned to 
take care of their circumstances” (p. 66). 
The real world of students can not be dismissed. As Simon (1987) 
suggests “if we do not give youth a sense of how to make it within existing 
realities, all too often we doom them to social marginality; yet another high 
minded way of perpetrating the structural inequalities in society” (p. 375). 
When students can think about themselves in a concrete wav, that is who they 
are and what their real daily life concerns are, they can expand their 
understanding of the world, thus giving them the power “to reach a vigorous 
understanding of reality” (Shor& Freire, 1987, p.20). 
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This bridge is important to establish. Ultimately, if teacher education 
faculty do not see this vital connection (reified-regenerative knowledge) and use 
it in their classrooms, those same experiences of public school students could 
be viewed as irrelevant as well. This would be disastrous since each teacher 
education program in my study was supposedly directed at preparing teachers to 
teach in diverse environments. If the model used in the program is built around 
a reified rather than a regenerative knowledge base, we send a mixed message 
to our students. We are guilty of “not practicing what we preach”, a criticism 
leveled by Carmen. 
This notion of using the regenerative, cultural knowledge of the students 
as the framework of the curriculum rather than adding it to the dominant, reified 
knowledge is confirmed by Freire (1970). Freire believes that the language and 
culture of the student js the curriculum. The development of the curriculum 
evolves from student “voice” and life experiences. Several participants in this 
study believed they had a voice, (the proud and vocal group) and were not the 
“empty receptacles” into which teachers would deposit knowledge. 
Third, participants did not believe their European American 
counterparts were prepared to or interested in teaching in a diverse 
environment. It is not surprising that participants’ descriptions of their white 
peers in the teacher education program were similar to the portraits of the 
teacher education faculty. Participants believed the majority of these students 
came from a mainly white, monocultural background and had few, if any, 
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experiences interacting with a diverse population before entering their respective 
teacher education programs. In addition, participants held the belief that white 
preservice teachers did not recognize themselves as being anything but white 
and “non-ethnic” and did not view issues of diversity as something with which 
they had to confront now or in the future. 
This finding is rampant throughout the literature. Sleeter (1996) 
concluded that her white preservice students did not recognize their own culture 
when they declared, ”1 guess I don’t have a culture”, in response to questions 
about their cultural heritage. Other researchers have suggested that ethnic 
identity is a meaningful feature for minority students while European American 
students don’t deal with issues of their own ethnicity (Phinney, 1988, 1990; 
Phinney & Alpurria, 1987). 
This lack of recognition of their “ethnic selves” by whites was related by 
Omi and Winant (1986) who said that most whites do not recognize their 
ethnicity as a definitive aspect of their social identity. They perceive it dimly and 
irregularly. Unable to speak the language of their immigrant forbears, whites 
undergo a racializing panethnicity as “Euro-Americans” (p. 93). If white students 
do not have a sense of their own identity as anything other than “neutral, 
universal, and dominant” (McLaren, 1995, p. 133) then the recognition that the 
world is not perceived in the same way by all people will fall on deaf ears. 
Participants believed that the peers who sat next to them in class and with 
whom they were “partnered-up” for prepracticum experiences in the schools 
were like “babes in the woods”. Phil was adamant in his claim that the “other 
students have a more difficult time in the schools, they aren’t genuine, they don’t 
feel comfortable, because they haven’t had the experience”. The “experience” to 
which he referred was that of living in a diverse environment and being 
adequately prepared to interact in that environment with minority children. 
Quinn, in particular, viewed himself as a “link” between his white teaching 
partner and the minority students at his prepracticum site. He shared the fact 
that “Bill had a hard time, he doesn’t understand and is glad when I take over, 
and the kids think I’m great”. Quinn also believed his white cooperating teacher 
who was “not effective in his teaching” was relieved on the days when Quinn 
came to teach because “I could relate, I could speak their language, I was like a 
link”. Taking another perspective, Lena dismissed the discourteous attitudes of 
her European American peers by saying, “they don’t know any better because 
they’ve never been around minorities and they will just go back to their white 
neighborhoods to teach anyway”. 
Lena, and the other participants believed that their teacher education 
programs paid only lip-service to the fact that there was diversity in the schools. 
Issues of race, ethnicity, multiculturalism, and difference were fleetingly 
mentioned. It was no wonder that participants were not surprised at the attitudes 
of their white peers toward living and teaching among diversity. My participants’ 
peers took for granted the comfort, privilege, and protection being white gives 
them. 
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Fourth, participants viewed the traditional, competitive model of 
teaching and learning in the teacher education classroom as restrictive and 
non-motivational to them as preservice teachers. Shannon and Robert 
believed that much of their perceived discomfort relating to their European 
American peers was directly associated with the type of learning environment in 
their teacher preparation classes. Even though Robert was in a small, 
progressive, and nontraditional program where students took classes as a cohort 
group, the uneasiness he experienced with assignments and projects was no 
different from the displeasure Shannon expressed in her larger, more traditional 
program. For different reasons, each felt the need for less competition and more 
cooperative interactions with their peers. 
Several participants related how important it was to have a team or family- 
type atmosphere, during class and after hours. Their opinions parallel the 
research that found cooperative learning can increase peer interaction, 
academic achievement, desire to learn, and feelings of empowerment for 
minority students (Johnson, Johnson, and Holubec, 1986). 
Brenda discussed this feeling of empowerment in one class where the 
professor implemented a cooperative learning environment. Various role plays, 
group projects completed during one class period, and other assignments that 
Brenda enjoyed allowed peer interaction and the development of critical problem 
solving skills where knowledge and contributions from all students were valued. 
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Nonetheless, cooperative learning as “empowering pedagogy” (Sapon- 
Shevin & Schniedewind, 1991) can not be achieved without meticulous planning 
and vigilant implementation by the teacher. For example, this model was also 
used in one of Lena’s classes. Unlike Brenda, however, Lena experienced 
greater feelings of alienation and isolation during cooperating learning group 
lessons because peers actually shunned her and discounted her questions and 
answers as unimportant. Being an attentive and watchful teacher who reminds 
the students when necessary about the interpersonal skills needed for 
successful cooperative learning groups is an important factor if this pedagogical 
tool is to empower students. 
Fifth, participants had developed strong coping strategies to survive 
in their dominant culture teacher education programs that, while situation 
specific, were also linked to their feelings about their minority identity. 
Cummins’ (1993) research concerning minority student empowerment was used 
as a framework to interpret these participants’ coping strategies. In response to 
the perceived discontinuities in early formal education and teacher education 
programs, my participants devised a reasonably successful collection of cultural 
introversion and cultural immersion behaviors. These actions were situation 
specific and could be viewed as being both empowering and self-protecting. 
While Cummins emphasized that minorities are either empowered or disabled by 
their interactions with teachers, my participants chose to use both empowering 
and self-protecting behaviors depending on the situation. While these actions 
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were situation specific for most participants, some applied the empowering 
strategies more often during these specific occasions. 
A reason for this could be that the continuum of coping behaviors is 
developmental from the standpoint of the participants’ conceptions of self and of 
being in the minority. This notion is confirmed by Maldonado (1975) who 
emphasized that minority students address their ethnic identity as a part of their 
personal identity. Most of these participants were also situated toward the left 
end of the Self-Advocacy Continuum as “proud and vocal” or “proud and non- 
vocal”. 
At the time of the interviews, some participants were clearly “out of the 
closet”, evolving into a conscious state of pride and confidence as minorities. 
This was evidenced by Carmen, Shannon, Ramond, Jasmine, and Thy whose 
actions could be labeled as “ethnic cheerleading” (Nieto, 1992). They appeared 
to be more aware and secure of who they were as human beings, with their race 
or ethnicity an integrated, positive component. 
In most cases, participants who had a stronger sense of their cultural 
identity, and who were direct about being minorities, used more cultural 
immersion behaviors such as intervening, active involvement in formal minority 
organizations, and tutoring other minorities. While participants’ positive attitudes 
toward their cultural identities did not dismiss the discontinuities they felt 
between the curriculum of their teacher education programs and their identity as 
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minorities, this attitude did serve as a “lift” and shield which in turn empowered 
them in other areas of their lives, both personal and professional. 
Other researchers (Phinney ,1988; Phinney, 1990; and Phinney & 
Alpurria, 1987) have also examined ethnic identity as an important feature for 
minority students, finding a connection between self-esteem and stage of ethnic 
identity. The final stage of commitment from the prior steps of diffusion, 
foreclosure, crisis, and exploration to which Phinney (1990) alluded appear to 
have been achieved by the participants in my study who were at the left end of 
the Self-Advocacy Continuum and who used more cultural immersion behaviors 
on the Coping Strategies Continuum. 
The other participants at the opposite end of the Self-Advocacy 
Continuum in many instances had not yet reached Phinney’s last commitment 
stage in their developmental process. Recently moving to the United States and 
being a language minority student could account for the subdued attitude 
Brenda exhibited toward her minority identity and the cultural introverted coping 
strategies she chose to use. Other participants such as Lolita, David, John, 
Quinn, and Kai appeared still to be at earlier points of Phinney’s (1990) ethnic 
identity models. This may explain their cultural introversion coping strategies. 
I must, however, come back to the central point that these coping 
behaviors for most participants (in particular, those at the left end of the Self 
Advocacy Continuum) were situation specific. Even participants with a strong 
sense of self still believed that in certain instances in their teacher education 
» 
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programs, it was in their best interests to ignore, “stay shut”, “look the other 
way”, and pretend not to notice actions, remarks, or conduct that were culturally 
incongruent. They perceived their cultural identity and interests as irrelevant and 
sometimes believed it necessary actually to ignore or suppress their cultural 
identities in order to succeed in the program (Maldonado, 1975). 
The very fact that participants believed they had to withdraw their minority 
identities, use self-protecting coping strategies, and masquerade as people they 
really are not should send “shivers up and down the spines” of teacher 
educators. Participants maintained that the dominant teacher education 
programs in which they were enrolled were completely Eurocentric, static, and 
uninterested in any discussions which would include their experiences and 
knowledge as vital parts of the curriculum. 
Advice to Teacher Educators 
First, teacher educators should think about actively recruiting 
minorities by implementing collaborative, on-going partnerships with the 
public schools where college students mentor pupils in various capacities. 
Not all potential teacher education students will “have their antennae up” and be 
assertive in their searches for programs in which to enroll. Teacher education 
programs should formally solicit minority students to frequent college campuses 
and become familiar with the environment, programs, and activities that are 
offered. 
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Secondly, minority student representatives should be encouraged to 
participate in, and be an active “voice” on faculty and curriculum 
committees. There is a caveat here. I realize that this is not possible in all 
programs due to college and university governance policies. But by doing this, 
students and faculty together can plan a curriculum that is culturally sensitive 
and representative of the concerns and issues that need to be identified in 
preparing to teach all students effectively. 
Third, teacher educators should think about taking on the 
responsibility of updating and re-educating themselves regularly by 
attending multicultural workshops and soliciting experts for inservice 
training on campus. Off campus, teacher educators should be visible and 
spend extended periods of time interacting within the schools and communities 
in which their preservice teachers will be placed for early field prepractica, and 
practica experiences. Teacher educators and practitioners should work in 
conjunction with one another using team teaching as a vehicle to keep theory 
discussed in the college classroom closely aligned with the real-world of the 
practitioner. 
Fourth, from the standpoint of a particular teacher education 
program, teacher educators could identify and tutor students in particular 
skills that may have been overlooked or unlearned during their former 
elementary and secondary programs. Teacher educators can not take for 
granted that all beginning students are at the same developmental level. 
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Offering on-going academic and peer advising programs can assist minority 
students to realize their potential. A peer network system organized by the 
teacher education program can give the minority student the academic, social, 
and cultural support that is vital to the overall well-being of the preservice 
teacher. 
Fifth, in classes, teacher educators should take an assertive role in 
confronting racist attitudes and social concerns through open discussions 
and campus seminars. Minority organizations should be an active and visible 
segment of the program, incorporating the entire campus, community, town, or 
city in which the campus is located. Institution and school partnership and 
service programs can encourage a level of involvement for students that will 
prepare them for their future roles as a vital part of the community. 
Finally, teacher educators should think about incorporating diversity 
and multicultural issues and different teaching strategies into the teacher 
education curriculum. Giving increased attention to cooperative and group 
learning in addition to the traditional, competitive type of learning environment 
can serve to challenge and motivate a greater number of minorities and reduce 
attrition. Teacher educators must be approachable, attentive, and “with-it” to the 
needs of all students in the program. There should be no excuse for “hearing it 
through the grapevine’ that a minority is leaving the program and changing 
majors. 
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Implications for Future Research 
The literature was devoid of any qualitative studies that had investigated 
minority preservice teachers’ perceptions about teacher education. Further, I 
could find only one comparable study of white preservice teachers (MacDonald, 
1993). Important questions remain. So what? Are my results any different from 
what every preservice teacher believes? Is what I have discovered in opposition 
to similar studies that could be done? As with any type of scholarly endeavor, 
the results of this study brought to mind several options for continued research 
about minorities in teacher education. 
First, contacting the fifteen participants in this study to determine 
their placements in teaching positions after graduation as well as 
successes and problems in their various teaching communities (diverse or 
otherwise) would be a next step in this research project. Collaborative 
research with willing participants about their adjustment to teaching in their 
chosen environments would be well worth understanding. 
Second, because several of the participants alluded to perceived 
positive expectations and implications of being in a teacher education 
program at a Historically Black college, future research in this area could 
include replicating this study by interviewing minority preservice teachers 
who are enrolled at Historically Black colleges and universities. A similar 
methodology would be used with the same number of participants. 
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My interest in this research option culminated from discussions by 
participants about issues of unshared identity and cultural incompatibility within 
the predominantly white teacher education programs in which they were 
enrolled. Feelings of marginality, isolation, and alienation which participants 
shared because of the few cultural connections they felt with professors and 
peers may not be a factor in teacher education programs where non-European 
Americans are in the majority. 
Finally, interviewing teacher educators at predominantly white and 
Historically Black institutions could serve as a useful follow-up to this 
research with minority preservice teachers. Comparing and contrasting 
curricula and individual programs, as well as teacher educators’ training and 
attitudes about working with diverse groups of preservice teachers could offer 
further insight into the scarcity of minorities entering teacher education at 
predominantly white institutions. 
Closing Words 
There is a huge chasm, in reality, between the pluralistic philosophy of 
many teacher education programs toward recruiting and retaining minorities and 
the actions (e.g., curriculum design, classroom practices, actual recruitment 
efforts) taken to adhere to that philosophy. While all five programs represented 
in this study offered recruitment opportunities, only a few minorities chose to 
take advantage of the proposition. One has only to look at the scarcity of 
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minority students in teacher education programs to realize that present 
recruitment methods are not working as effectively as they could. 
Clearly, there were participants in my study who were in their present 
teacher education program because of minority recruitment efforts. I believe 
however, that my participants were especially receptive to the perceived 
opportunities that came their way. Phil and Ramond, in particular, had their 
“antennae up” and paid attention to the chances that “were out there”; this 
conscious awareness separated them from their friends and other classmates 
who had resigned themselves early on to less empowering lifestyles. 
Not all minority students who may be interested in a teaching career will 
have the same foresight, motivation, and inclination to vigorously seek out 
teacher education programs with established recruitment programs. Teacher 
education programs must be visible, assertive, and enticing. 
These five teacher education programs do not stand alone as the only ones 
where minorities have a limited presence. This is a national problem. But after visiting 
these five teacher education sites and learning something about their programs from 
my participants, I hope that information gleaned from these 15 participants about their 
experiences as preservice teachers will offer insight to all teacher educators charged 
with educating teachers for a pluralistic society. 
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LETTER TO POTENTIAL PARTICIPANTS 
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Dear_, 
My name is Diane Crawley Lorenzo. I have been a public school teacher 
since 1974 and a teacher educator since 1989. Currently, I am a doctoral student in 
the Physical Education Teacher Education Program (PETE) in the Teacher 
Education and Curriculum Studies Department at the University of Massachusetts- 
Amherst. My research interest and dissertation topic is minority preservice teachers' 
perceptions about their university and teacher education program experiences. As a 
teacher educator working closely with student teachers, I am extremely interested in 
learning how we can better serve all our future teachers. 
I want to do this by talking with as many minority preservice teachers as 
possible. I have been canvassing several institutions in Massachusetts for potential 
participants for my dissertation. I called and spoke with Dr. William Norris, 
Professor of Education at Eastman State University, and asked him to suggest 
names of minority preservice teachers in the program at Eastman State. 
Consequently, I sent this letter of request to you. 
I am requesting permission to call you at a convenient time to explain my 
study and discuss your possible participation. I would appreciate a response from 
you within a week of receiving this letter, either by telephone (call me collect) or in 
the enclosed stamped self-addressed envelope. I look forward to hearing from you 
informing me of your decision and would like to know both ways: if you say yes or 
no. Thank you for your time. 
Diane Crawley Lorenzo 
Totman Building 
University of Massachusetts-Amherst 
Amherst, MA. 01003 
(413) 545-2323 (office) (413) 247-0214 (home-answering machine) 
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Please complete the following and return: 
Name_ 
Address 
I am interested in finding out more about your study_yes_no 
Contact me by telephone. My number is_. The most 
convenient time to call me is_. 
Send further information to my address_. 
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I. My name is Diane Crawley Lorenzo and I am a doctoral student and 
teacher educator in the Physical Education Teacher Education Program (PETE) in 
the Teacher Education and Curriculum Studies Department of the School of 
Education at the University of Massachusetts. My dissertation concerns minority 
preservice teachers' perceptions about their college/university and teacher 
education program experiences. 
II. In order to gather information on this topic, I am using a phenomenological 
interviewing format, also known as in-depth interviewing. The basic assumption of 
in-depth interviewing is that the meaning an individual makes of his or her 
experience is exhibited when the individual reflects on the factors that make up his 
or her experience. 
III. You are being asked to participate in three interviews. Each interview will 
last approximately 90 minutes and will be held at a time and place that is convenient 
to you. Your willingness to participate in this research will have no effect on your 
student teaching evaluation or grade in any classes in which you are now enrolled. 
There will be no special compensation to you for agreeing to participate in this 
research. 
I also will ask you to read the interview transcripts when all are completed to 
make any changes or modifications you think necessary. 
IV. The interviews will be tape-recorded and later transcribed by myself or a 
professional typist. The tapes will be secured in a safe place and access will be 
limited to myself and Dr. Patt Dodds, my advisor. In all written material and oral 
presentations in which I may use materials from your interviews, I will not use your 
name, the name of the school where you are student teaching, the name of the 
college/university that you are attending, the location of your home, or any other 
details by which your identity may be known. Transcripts will be typed with 
pseudonyms substituted for all names. Every effort will be made to protect your 
anonymity. 
V. Once the investigation is complete, a summary of the findings will be 
made available to you at your request. In this material, there will be nothing that 
identifies you by name or with any opinion that you express in the interviews. 
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VI. I will use the material from the interviews for purposes of my dissertation, 
professional presentations, journal reports and articles. As stated before, at no time 
will I refer to you by name or in any other way by which you could be identified. 
VII. As a participant, you have the right to withdraw from this study at any 
time until two weeks past the third interview. 
****:************************************************************* 
I,___have read 
the information in this consent form and agree to be interviewed under the 
conditions stated above. 
Signature of participant 
Signature of researcher 
Date 
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Dear Professor_, 
I want to thank you for assisting me in obtaining the names of potential 
participants for my research on minority preservice teachers and their perceptions 
about teacher education. I also appreciate your offer to include the letters I have 
written to these individuals in your University of X envelopes. 
Enclosed, please find letters to each of the five participants, five stamped, 
self-addressed envelopes for them to use when they respond, and a copy of the 
letter to these potential participants for your information. As I am unsure what type 
of envelope you will use and the postage required, I have included enough stamps 
to cover the cost of mailing. 
Again, I am grateful for your kindness in obtaining these names and mailing 
the letters. I hope I receive positive responses from these individuals, thus giving 
me an opportunity to visit your part of the state. Best wishes for the remainder of the 
semester. 
Sincerely, 
Diane Crawley Lorenzo 
Totman Building 
U Mass-Amherst 
Amherst, MA 01003 
(413) 247-0214 
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Dear_, 
I want to express my gratitude to you for serving as a participant in my 
phenomenological interviewing study entitled, Voices that Matter: A 
Phenomenological Interviewing Study of Minority Preservice Teachers. It meant a 
great deal to me for you to find time in your busy schedule to be interviewed. As I 
said before, your thoughts and insights on this topic are of the utmost importance to 
teacher education. 
I wish you all the best as you continue in your program. I hope you will soon 
be in your own classroom encouraging your students to follow your lead toward a 
brighter future. 
Sincerely, 
Diane Crawley Lorenzo 
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